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ABSTRACT 
The Establishment of the All-Day Kindergarten 
in Massachusetts 
Doctor of Education 
May 1986 
Mary G. Wile, B.A., College of Our Lady of the Elms 
M.Ed., Westfield State College 
Ed.D., University of Massachusetts 
Directed by: Professor David E. Day 
In this study, the establishment of all-day kindergarten 
in Massachusetts was examined with particular emphasis on 
five areas: l)the reasons for its establishment, 2)changes 
in goals and expectations, 3)areas of curricular importance 
and areas into which the additional time was put, 4)teaching 
materials purchased, and 5)problems with the establishment 
and maintenance of the program. 
Administrators in the fifteen communities with all-day 
kindergarten were interviewed. All kindergarten teachers in 
fourteen of these communities were sent questionnaires, and 
from the responses, a random sample of teachers in eleven 
communities was selected and interviewed. 
The communities with all-day kindergarten ran the gamut 
of both the economic and geographic spectrums. 
The need for racial balance, the needs of working 
parents and preparation for first grade were seen as the 
VI 
prevalent reasons for its establishment in Massachusetts. 
There was no consensus of opinion from either teachers or 
administrators concerning changes in goals. But concerning 
changes in expectations, the consensus of opinion was that 
expectations for children had changed, ranging from the 
simple expectation of children being more used to the school 
routine to the expectation that the children would be reading 
in kindergarten. Readiness skills were named as the most 
important curricular area, the one into which the 
additional time available in the program was put. The vast 
majority of school systems made no special purchase of 
teaching material for the program. Administrators for the 
most part felt that there were no problems in either the 
establishment or maintenance of the all-day kindergarten. 
Teachers, on the other hand, reported problems in the 
maintenance of the program ranging from class size 
to the inability of some children to cope with being in 
school all day. 
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CHAPTER I 
INTRODUCTION AND STATEMENT OF THE PROBLEM 
Introduction 
The all-day kindergarten is a coming phenomenon in 
education (Berson 1968). For a variety of reasons, it 
appears in more school systems every year. It is time to 
take a careful look at a unique departure from the 
traditional half-day kindergarten that has existed in this 
country for so long, and to examine the all-day program, 
including the reasons for its rapid growth and its effect on 
the curriculum. The issue of the use of the additional time 
available in all-day kindergarten raises concerns about 
possible changes in the nature of kindergarten. As more 
children are enrolled, it becomes increasingly important to 
understand the reasons for and results of changes in the 
education provided them. Since the inception of kindergarten 
in the public schools in 1873, attendance has increased from 
a small percentage to approximately 82% of the five-year-olds 
in this country in 1978 (Spodek 1982). 
The major focus of the research presented in this paper 
will be on the increasing number of all-day kindergartens in 
the Commonwealth of Massachusetts. All-day kindergarten 
appears in various communities throughout the state, but 
generally there is little communication about the methods or 
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reasons for its implementation either among educators in the 
different communities or among personnel or administrators 
monitoring such programs in the State Department of 
Education. The reasons for and results of the established 
programs remain, for the most part, unknown outside the local 
community. 
Statement of the Problem 
The problem investigated in this dissertation has been 
divided into three areas. First, what reasons have been 
offered for establishing all-day kindergartens in 
Massachusetts? Second, what changes, if any, have occurred 
in teaching materials, curriculum, and teacher expectations 
as a result of its implementation? Finally, what problems 
have occurred during the establishment of the program and 
what further research needs to be carried out to determine 
whether the expansion of all-day kindergarten throughout the 
state of Massachusetts is feasible? 
The inquiry is restricted to school personnel involved 
with the all-day program. State Department of Education and 
University personnel will not be considered in the study. 
This restriction has been included because the establishment 
of the all-day kindergarten seems to be a local phenomenon, 
not yet recognized in any formal manner by the state. 
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Rationale for the Study 
Communities in and out of Massachusetts are likely to 
have different priorities and values which shape the 
structure and purpose of schooling. It is not difficult to 
imagine that the all-day kindergarten, introduced in such a 
climate, would be expected to answer diverse educational 
goals and to respond to the needs of different groups within 
the community. This study will attempt to determine the 
following: (1) why different communities established all-day 
kindergarten programs; and (2) what common themes underlie 
their implementation. 
One major factor contributing to the establishment of 
all-day kindergarten may be the availability of adequate 
community resources. Finances have often played a major role 
in the initiation and range of educational programs 
undertaken within a community, and all-day kindergarten 
programs may be present or absent due to the availability of 
money and space within the schools. An investigation of 
the relationship between school finances and the 
establishment of the all-day kindergarten will be included. 
Perhaps the most important issue has to do with the 
traditional, historical role of the kindergarten - the 
education of the five year old, his introduction to the joys 
of learning through doing and exploring and his gradual 
introduction to the elementary school. Another consideration 
is that although many children do attend preschool programs 
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of some sort, kindergarten is still the first major 
separation from home for a significant number of children. 
Investigation of all these aspects of changing to an all¬ 
day kindergarten is far beyond the scope of a single 
dissertation. It is the author's hope that this research 
will call attention to the reasons behind the establishment 
of the all-day kindergarten in the Commonwealth, but it is 
imperative that the good of the child be a high priority in 
its evaluation (Rudolph and Cohen 1984) . The results from 
this study should be useful to school committees, school 
administrators, teachers, parents and policy makers as they 
struggle with the question of whether to initiate all-day 
kindergarten, expand existing programs, or abandon efforts 
to lengthen the kindergarten day. 
Research Questions 
There are five specific research questions to be 
answered through interviews, questionnaires and a review of 
the literature. These questions address the issues 
mentioned above, but they have been further divided in order 
for more specific information to be obtained. 
1) Why have all-day kindergartens been established in 
Massachusetts? 
The various communities that have established all-day 
kindergartens within the state range from affluent suburbs to 
economically depressed cities. It may be assumed that their 
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reasons for having all-day kindergarten as part of their 
educational program are very different. But this assumption 
may not be true. Each community is dealing with five-year- 
old children who represent a broad range of backgrounds and 
who possess those traditional developmental levels and needs 
common to all five year olds that appear to transcend 
economic boundaries. The reasons for the establishment of 
the all-day kindergarten may be shaped by the unique needs of 
each community, may be overshadowed by the universal needs of 
all children within each community, or may represent some 
compromise between these two extremes. 
2) Have the goals and expectations changed within the 
framework of the all-day kindergarten? 
With the additional time available in the full day 
kindergarten, a school system can determine the amount and 
type of change present in the program. The emphasis that a 
system places on curricular areas in the use of the 
additional time available in the all-day kindergarten can 
determine the nature of the program. There are various 
options open to a school system when the length of time 
available to a program is extended - to follow a more 
academic program, to use the time for enrichment, to provide 
more individualized attention, among other options. The 
expectations of the teachers for the children involved in the 
program can give a good indication of what direction the 
program is taking. 
3) What areas of the curriculum have been affected in 
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accommodating the additional hours in the full day program? 
The differences in curriculum between all- and half-day 
programs provide an indication of the direction of change 
within a system. It can be determined if new content has 
been added to the curriculum along with the extra hours. The 
degree to which the curriculum has been expanded so as to 
include more breadth in subject areas can also be determined. 
4) What, if any, additional teaching materials are used 
in the extended program? 
Both the presence and lack of additional teaching 
materials are good indications of the direction of change in 
the all-day kindergarten program. The type of materials 
purchased can run the gamut from blocks to primers. The 
investment of money may be one of the strongest indicators 
of what the school system feels is important in the 
kindergarten. The lack of investment for new teaching 
material within a new all-day program may also indicate 
priorities. 
5) What problems have arisen in the establishment and 
maintenance of the all-day program? 
The extent to which problems have evolved in setting up 
and maintaining the all-day kindergarten within the school 
district may determine whether a school system will keep, 
expand or abandon its program. The type and number o£ 
problems could be influential in determining whether the 
program and its results were worth the effort and what the 
system was expecting from it. 
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Definition of Terms 
Curriculum - the written program of study proscribed by 
the school system for a particular grade level 
Full day kindergarten - a program for five year olds in 
an elementary school which operates for the same period of 
time as other grades 
CHAPTER II 
REVIEW OF THE LITERATURE 
Historical Background 
The introduction and acceptance of kindergarten 
historically appears to be linked closely to the view that 
early childhood is an unique period of life involving a 
special need for play in a protected social environment. 
Young children have thoughts, abilities, needs, and feelings 
that are distinct from both infants and older children 
(Robertson 1974) . This radical view of early childhood with 
its accompanying emphasis on specialized educational 
programs can be traced to various transformations and 
upheavals engulfing Europe more than a century ago. 
The ideology and philosophy behind the modern 
conception of early childhood seemed to have produced 
results at the same time that kindergartens were first being 
established. Society seemed ready to accept the idea of 
kindergarten, and kindergarten seemed to mesh with the ideas 
of society about young children. But to discuss that 
establishment further, the lives and thoughts of the men and 
women most responsible for the development of kindergarten 
should be discussed. 
Pestalozzi, a Swiss educator, was a man driven 
throughout his life by an inner concern for the unfortunate 
(Pestalozzi 1898). His ideas on education for the 
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improvement of children in society at the time were quite 
radical. In a day of rote learning and severe discipline, 
with education denied to the majority and presented mainly to 
the ruling classes, Pestalozzi advocated learning based on 
number, form, and language, for all (Pestalozzi 1898). This 
learning started in the home, a vital ingredient in the 
development of the child in Pestalozzi's plan. He also took 
into account the child's need for activity and conducted 
lessons at the same time that children were engaged in manual 
tasks. It was not quite the same interpretation of a child's 
need for activity as Froebel and later the Progressives took, 
but considering the era in which Pestalozzi was working, it 
was quite an innovation in education. Pestalozzi taught the 
class as they were engaged in various forms of manual labor. 
Froebel combined teaching and activity harmoniously in his 
gifts and occupations. The Progressives used activity 
itself, such as field trips and play in the housekeeping 
unit, as the learning tool. 
One area that seems to have carried over from the 
thoughts and methods of Pestalozzi into present early 
childhood education is the importance of the home-school 
relationship, the parents as the children’s guide into life 
and the extension of this guiding relationship to the teacher 
in school (Anderson 1931). During the early years of 
kindergarten in the United States, children attended school 
only in the morning so that teachers could visit with the 
mothers in the afternoon, thus stressing the home-school 
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relationship. 
Friedrich Froebel, a German educator and student of 
Pestalozzi's, was known as the Father of the Kindergarten, a 
term he coined, meaning the "garden of children." The 
development of Froebel's educational thought and his actual 
curriculum were somewhat at odds however. His writings 
advocated much freedom for children in nature, but his actual 
classroom structure was quite ordered with all doing and 
reciting the same thing at the same time. His main 
philosophical principle was Unity, the unity of man with 
nature and ultimately man with God. According to Froebel, 
each person could be led to this sublime goal. The most 
important place to start this development to ensure 
attainment of the ultimate goal was in early childhood. 
He felt, as did Pestalozzi, that mother was best suited 
to the task of educating the young child. He devoted much 
effort to producing a book, Songs for Mother and Nursery, in 
1843, to be used solely by mothers and mother substitutes for 
developing children in the proper ways. To staff his 
kindergartens, he sought young women with natural maternal 
instinct to become teachers (Tizard, Moss and Perry 1976). 
In a day and age when children were considered economic 
partners and assets to the family and very involved in the 
work of day-to-day existence, Froebel made a strong statement 
about the value of play (1887). Obviously this aspect of 
Froebel's thoughts, though modified and expanded by 
others over the years, remains an intrinsic part of 
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kindergarten. In his recognition of the importance of play, 
Froebel led the way in showing the changed attitude towards 
children that was to become more prevalent and accepted by 
the end of the nineteenth century in both Europe and the 
United States. 
In 1848 the Prussian government banned kindergartens in 
the German states. This edict and the suppression of 
liberalism following the attempted revolution at that time 
had a great deal to do with the spread of Froebel's 
kindergarten ideas. Many educated and well-informed Germans 
left their homeland and traveled to England and the United 
States, and with these upper-class immigrants came the 
knowledge of Froebel's approach to the education of young 
children. These Germans planted the seeds in fruitful soil 
in both countries. 
When the kindergarten came to the United States under 
the auspices of Elizabeth Palmer Peabody, "The Mother of the 
American Kindergarten," the Froebelian methods and 
ideas were followed in a strict manner (Baylor 1965) . For 
the women first involved with the American kindergarten, it 
became almost a religious calling. Miss Peabody considered 
kindergarten teaching "a vocation from on High" (Lazerson 
1971, p. 37) . Susan Blow, who along with William T. Harris, 
the Superintendent of Schools in Saint Louis, first founded 
public school kindergarten there in 1873 (Harris 1983), also 
felt kindergarten teaching to be a call to a religious 
vocation. These women followed Froebel's curriculum in an 
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exact manner and felt that they were leading young children 
to unity with God and preparing them to participate in human 
society in the best manner possible (Synder 1972). 
The advent of the Industrial Revolution and mass 
immigration to the United States changed the religious 
reasons for kindergarten's existence to social reasons. 
Kindergarten was used as a vehicle to turn little immigrants 
into Americans (Lazerson 1972) and to solve the urban 
problems of cities filled with immigrants and factory 
workers (Shapiro 1983). Free kindergartens expanded 
throughout the country, and perhaps not until the 
compensatory education movement of the 1960s was early 
childhood education, particularly in the area of 
kindergarten, expected to do so much for so many. 
Patty Smith Hill represented a more progressive faction 
of the kindergarten movement. She advocated more freedom 
from the strict Froebelian conduct of kindergarten classes 
(IKU 1913). She perhaps best typified the kindergarten 
teacher of that time, who also functioned as a social worker 
in her dealings with the child and its family. These 
teachers, while far from godless, felt called upon to improve 
the living conditions and other aspects of their students 
lives. They needed some freedom from the strictly structured 
Froebelian curriculum to accomplish this. 
Although always concerned with the welfare and education 
of the whole child, the kindergarten movement underwent a 
deep division and subsequent restructuring around 1913. The 
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strict followers of Froebel's program clashed with those who 
felt that more flexibility should be present in the 
kindergarten program. These Conservatives and Progressives 
argued over which methods best helped the kindergarten 
child. In retrospect, it is easy to see that their goals 
were identical - to secure the healthy growth and development 
of children (Priestman 1952), but their methods of reaching 
these goals varied. 
The Progressives wished to emphasize more social 
activities in their kindergarten programs (Dewey 1915), while 
the Conservatives clung to the religious motives underlying 
their methods (IKU 1913). The Conservatives felt that a 
child had to be guided to develop individually all the good 
traits necessary for the achievement of this ideal state, a 
state which would never be completely reached, but always 
strived toward. During the course of this development, the 
child would come to realize both his individuality and his 
membership in the human race. Through the highest possible 
development of his individuality, he would become a 
contributing, upright member of human society. The idea was 
that full development of, of course, the good traits produced 
the best citizen for the benefit of society. 
The Progressives, on the other hand, felt that the 
social development of the child should prepare him to live 
in his actual and immediate surroundings. They believed that 
children, to learn about society, needed to be presented with 
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concrete objects and social problems, mirrored and worked 
upon in the classroom. They accepted the use of such 
necessary symbols as the alphabet and number systems, but 
stressed the use of the concrete in the development of the 
child as a social being. The result of this disagreement was 
an educational system in the kindergarten, which, while 
retaining many conservative elements, functioned on the basis 
of a program with progressively defined social activities and 
needs. 
From 1920 to the 1960s, progressive educational methods 
have been prevalent in United States kindergartens. The 
time period from 1920, when Froebelian-based Progressives 
held sway, until 1965 when Project Head Start was initiated, 
marked a very stable period for the kindergarten. 
Using a chart that divides all the chapter headings of 
teacher training manuals for kindergarten, from 1939-1972, 
into the areas of "Intellectual development, social-emotional 
development, and physical development," Osborn shows the 
stability present (1980 p. 154). The books reviewed do show 
different emphasis in the various areas, but they each cover 
all the areas mentioned. 
The philosophy and aims of the kindergarten have 
remained remarkably stable, in light of statements such as, 
"Our aim is to develop all the child's powers 
physical, mental, emotional and social. 
* (Chicopee curriculum 1964, p. 4) 
reoccurring in similar wording over and over again in 
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curricular and teacher training textbooks alike (Weber 1970). 
In terms of actual kindergarten daily programs and 
equipment, there is a train of development from Froebel to 
the Progressives found in kindergartens presently in 
operation in the United States. Many of these emphases 
have been passed along either in original or refined form 
and are presently typical of kindergartens. The various 
philosophical positions discussed previously clearly led to 
these kindergarten truths: 
1. Uniqueness of young children 
2. Value of play 
3. Child's need to be active 
4. Close relationship between home and school 
5. Concern for child's health 
Based on these philosophical ideas, these actual practices 
still continue in the kindergarten today: 
1. Use of concrete items for learning 
2. Half-day kindergarten sessions 
3. Literature for children 
4. Unit presentation 
5. Craft projects 
6. Housekeeping corner 
7. Field trips 
8. Trucks and large blocks 
9. Outdoor equipment 
10. Circle games 
11. Present-day lacing cards 
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Current Practices 
So far the rationale for kindergarten's existence has 
been seen to be grounded in religious and social concerns. 
In the 1960s with the beginning of Head Start and Sesame 
Street, another emphasis - educational - was added. 
Head Start, while very involved with meeting the 
medical, nutritional, and other needs of its students, has 
emphasized raising low socioeconomic children to the same 
academic level as middle-class students. Controversy has 
raged regarding the permanence of the changes as far as 
children's performance in school, on IQ and achievement tests 
are concerned. For the most part, the IQ gains seem to reach 
a plateau or even retreat after the child is no longer in the 
program, and in some cases even while the child is still in 
the program (Bronfenbrenner 1974). Other research shows that 
long-lasting academic results are obtained in that fewer 
disadvantaged children who were in preschool programs like 
Head Start are likely to be in remedial or special classes 
and also to repeat grades in school (Lazar and Darlington 
1979) . 
Also stressing academic knowledge. Sesame Street has 
brought to millions in their homes what generally was 
introduced in the kindergarten - letter and number concepts, 
relational concepts, problem solving, and basic prereading 
skills (Day 1980). Controversy has also been present in the 
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assessment of the results of Sesame Street (Ball and Bogatz 
1970, Holt 1971). Although the results for projects like 
Head Start and Sesame Street may not be conclusive, these 
programs have had an impact upon the public school 
kindergarten. 
Regardless of IQ score gains or losses, children's 
exposure to Head Start and Sesame Street before they enter 
public school kindergarten has produced an effect. Previous 
to these two programs, the major exposure of children to the 
academic areas of prereading and premathematical skills came 
when they entered the kindergarten. Nursery schools were 
generally socially oriented (Regan 1978). Because of the 
teacher's knowledge of how and what to teach, kindergarten 
had provided the link between home and school with special 
emphasis on academic skills. Now children entered the 
classroom already familiar with many of the basic goals of 
kindergarten - alphabet recognition, number knowledge, shape 
familiarization, etc. 
The kindergarten curriculum needed to be restructured. 
Much of the restructuring was done with the introduction of 
preprimer books and mathematics workbooks into the 
kindergarten. The children were the same active children 
that both Froebel and the Progressives felt needed activity 
and concrete matter with which to learn. Yet now they were 
sitting at tables for extended periods of time struggling 
with their pencils to fill out their workbook pages. 
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Programs like Sesame Street and projects like Head Start 
raised people's academic expectations for young children. 
The purpose of kindergarten in the United States was to 
promote the healthy growth and development of the child as a 
whole person. This institution evolved for religious, 
social, and educational reasons. Today's focus is definitely 
on academic achievement. The worth of programs is being 
decided in some places by the scores of prereading and math 
tests taken by five-year-olds (Chicopee School Committee 
1982-1983). 
Academic preparation for elementary school seems to be 
emerging as the major goal of kindergarten. Prereading 
skills - letter and sound recognition, left to right 
progression, similarities and differences to mention a 
few are stressed in workbooks aimed at kindergarten 
children as introductions to first-grade primers (Economy, 
Houghton-Mifflin, etc.). Premath workbooks attempt to bring 
the child from size and shape recognition to basic addition 
and subtraction by means of colorful pages, once again in 
preparation for first grade work. 
The impetus for this academic pressure seems to have 
come down to the kindergarten from the lower primary grades 
which are experiencing pressures for more and greater 
academic achievement themselves. In a culture that contains 
advertisements touting the teaching of infants to read (Doman 
1982), and toddlers after exposure to Sesame Street counting 
to twenty, there are great expectations for children once 
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they reach school age. Parents and community may want 
children reading by the end of kindergarten as a sign of 
academic prowess. One study cites a reason for all-day 
kindergarten's existence as an example to the community that 
the superintendent means to strengthen the curriculum 
(Anderson 1983). 
The crisis in education mentioned in A Nation at Risk 
(1983) and other reports like it has spurred the move back 
to basics. And in our educational system, what is more basic 
than reading and arithmetic? These reports indicate that 
American youths are not learning in school now as well as 
they did in the past and advocate more emphasis upon the 
basic academic skills to rectify the problem. 
The kindergarten structure has changed as a result of 
academic pressure and other factors. School systems 
frequently test young children old enough to attend 
kindergarten and use these tests to group children by ability 
in academic matters. The publishing companies mentioned 
previously sell tests to be given to children both at the 
beginning and end of the kindergarten year, solely to measure 
academic achievement. 
Kindergartens are part of the school systems of our 
country and, of course, must provide an education to their 
pupils, but research must be done to show if this emphasis on 
academic achievement is in the best interest of the child. 
What about the other areas of the child's development 
social, physical and emotional? How do we measure children's 
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achievement in those areas during the kindergarten year? 
And of what importance is growth in these areas? 
The problem of child care has also, in our two-income or 
single-parent families, become a concern for the 
kindergarten (Zorn 1983). Parents find it difficult to make 
child-care arrangements for children who are in school for 
three hours in the morning or two hours in the afternoon. 
When only fifteen percent of American families are what was 
once considered the traditional family with dad at work and 
mom at home (Springfield Daily News 1985), child care has 
become a vital concern. 
Perhaps the change in the time structure of kindergarten 
has been the most noticeable thing about the various 
pressures placed upon it. Many school systems, for financial 
reasons mainly involved with busing expense, have initiated 
alternate-day kindergarten programs (Stinard 1982). These 
programs are carried on every other day for three full days 
one week and two full days the next. The main purpose is to 
do away with the special kindergarten bus necessary at noon 
when the traditional half-day everyday schedule was followed 
(Hansen 1980). Results of studies have been mixed. Some 
showed children suffered no academic loss (Gornowich 1974) 
while others indicated that they did under such a schedule 
(Schuls 1981, Pigge and Smith 1979). Once again only 
academic matters have been studied. 
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Outlook On All-day Kindergarten 
Another more recent change involving time is the all-day 
kindergarten program. Children attend school for five full 
days a week, generally conforming to the school hours 
established for the rest of the elementary grades. 
This is obviously a more expensive method since more 
rooms, equipment, and teachers are needed (Herman 1984). A 
teacher, who traditionally might care for fifty children with 
both morning and afternoon sessions, is limited to half that 
number in an all-day schedule. In Mississippi, all-day 
kindergarten must be available in every school system by the 
1986 school year. This mandate is funded with a substantial 
grant made by the state to cover expenses (Task Force for 
Educational Excellence in Mississippi 1983). 
Most of the research done on the all-day versus half-day 
kindergarten has used academic achievement as the 
basis for comparison. The Evansville-Vanderburg School 
Corporation study in Indiana (1983) measured self-concept, 
handwriting and attitude toward school in addition to reading 
and mathematical abilities. The results showed higher gains 
in self-concept, mathematics, reading and attitude toward 
school, but not in handwriting. Various other studies of the 
academic areas show all-day kindergarten to be more effective 
than its half-day counterpart. 
Studies by the Cincinnati Public Schools (1974), Warjanka 
(1982) and Carapella (1978) used the all-day kindergarten 
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program to raise low-achieving students to the same level as 
their classmates. All used intensive readiness programs in 
their experimental projects and then compared them to 
children following the regular curriculum in half-day 
programs. The obvious design flaw of these studies is that 
the length of day is certainly only a contributing factor and 
may not be a prime cause of the achievement results gained. 
The curricula typical of the two groups in each study varied 
too much to be compared. 
That flaw was also evident in a study done by Adcock 
(1980) where the Metropolitan Survey Battery showed definite 
academic gains on the part of the children in the all-day 
programs as compared to the half-day. But this study was 
conducted in five different school zones in Maryland, with no 
common system for selecting students, teachers, support 
personnel, or curriculum. There are just too many 
variables to be able to state that the additional time 
engaged in activities customarily tailored to the half-day 
kindergarten program is the reason for the results obtained. 
Stinard (1982) attempts to compare all the studies done 
in the last ten years on academic and socioemotional 
development within all-day everyday, half-day everyday and 
all-day alternate day kindergarten programs. In the all¬ 
day versus half-day studies of Ziomeck (1980, 1981), Humphrey 
(1979/ 1980), Lysiak (1975), Adcock (1980) and Hatcher (1978) 
that are cited, eight-five percent of the comparisons favored 
all-day everyday students in academic achievement. Fifteen 
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percent of the comparisons favored neither program and no 
comparisons favored the half-day programs. Hatcher's study 
was the only one that attempted to compare socioemotional 
development, but found no significant difference between the 
and half-day students. These studies covered urban, 
suburban, and rural areas. Once again the lack of common 
criteria in selection of students, curricula, and tests used 
places the conclusion of the superior academic results 
in all-day everyday kindergarten on shaky ground. 
Humphrey's study (1980) used three academic achievement 
tests - California Achievement Test, Boehm Tests of Basic 
Concepts and Gates-Mac Ginitie Reading Test - to show the 
cognitive superiority of the all-day program. The children 
in the all-day kindergarten were considerably above grade 
level in vocabulary and total reading. His use of the 
Kindergarten Observation Assessment for psychomotor, 
affective and linguistic achievement showed no difference 
between the two groups. Although he stated that both groups 
were using the same curriculum, he mentioned that Economy, 
Houghton Mifflin and Ginn materials were used in the all-day 
program. He also stated that the all-day program "allowed 
students to move forward toward more formal instruction 
(p.33) , thus casting the same doubt upon the legitimacy of 
the use of the additional time spent in kindergarten 
activities as the most important variable and the cause of 
the academic success of the program. 
Harman's study (1982) o£ the achievement of half- and 
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all-day kindergarten students did not clearly state if the 
same curriculum was followed in both programs. But, although 
the mean scores showed the all—day pupils outscoring the 
half-day students, the difference was not statistically 
significant. 
The Wisconsin State Department of Public Instruction 
(1980) did not run an experimental program, but decided, 
based upon questionnaires sent to parents, teachers, and 
principals and visits to established all-day programs, that 
the program was more advantageous than half-day kindergarten. 
They see the future of the kindergarten as "non-traditional 
- more academic and less socialization" (p. 28) and all-day 
as the best way to meet that future. 
Teren's study (1984) used a curriculum that did not add 
material to be covered in the all-day program, but covered 
the material already in the established curriculum in more 
depth. Her program retained a "child centered philosophy" 
(p. 1), which is never clearly defined in the report. There 
are two interesting aspects of this study. First, the 
reading teachers felt that all-day students had made such 
academic progress that cursive writing could be taught, while 
providing no evidence of the children's advanced fine-motor 
skills necessary for this endeavor. Second, the nurse 
reported two-hundred-and-ten visits to her clinic in two 
months from classes of two-hundred-and-fifty-one children, 
with cases of various minor, mostly imaginary, illnesses. 
She cited stress as a possible cause of all these visits. 
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The Bay Shore Free School District (1983) sees all-day 
kindergarten as a preventative measure for future retention 
and membership in special education classes. They reached 
this conclusion based upon visits to established systems. 
They quoted figures to show the large percentages of Bay 
Shore first and second graders, who are already in special 
education or intensive remediation, but cite no figures from 
the other districts with all-day kindergartens already 
established to show that it does have an effect upon special 
education and remediation participation. Yet they plan to 
establish the program for just such a purpose. 
Only one study (Neiman and Gastright 1981) addressed the 
issue of retention and placement in special education classes 
and all-day kindergarten. In comparing students in 
Cincinnati at the end of fourth and eighth grade who had 
attended all- or half-day kindergarten, they determined that 
there was a lower incidence of retention and special 
education placement for those who had attended the all-day 
program. 
McClinton (1981) studied the opinions of first-grade 
teachers about the students in their classrooms who had 
attended all or half-day kindergarten sessions. The 
teachers found the all-day students better prepared 
academically for first grade than their half-day peers. 
This was not found to be true in social areas, where the 
groups were judged to be equal. McClinton carried out her 
testing with the California Test of Basic Skills with 
own 
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half- and all-day students in programs where the curriculum 
was the same. Her results showed no significant academic 
difference between the groups, and yet the same all-day 
children were judged more academically adjusted in first 
grade than their half-day counterparts. 
A study by Johnson (1974) with mixed economic- and 
achievement-level children in the same classes of all- and 
half-day programs, found no academic difference using the 
"PREP" Walker Readiness Test and the Stanford Early School 
Achievement Test. This lack of academic difference continued 
after first grade as determined by class placement and 
reading-level attainment. Even when only the disadvantaged 
children were compared from each group, no significant 
differences were found. This was a three-year study, carried 
out in the same schools, utilizing the same teachers and 
curriculum. It was decided, though, to keep the program due 
to its popularity with all concerned, students, parents, and 
teachers. 
Naron (1981), Gorton and Robinson (1969), school 
administrators, were quite strong in their support of the 
all-day kindergarten. In their articles they cited the 
need for additional time for instruction, mentioning the 
larger body of knowledge presently necessary for children to 
learn - their opinion being that the earlier children start 
to learn academic material, the better off they will be. 
Regan (1978) , Hatcher and Schmidt (1980) sounded a more 
cautious note in their articles. They stressed the need for 
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research into the other areas of the kindergarten curriculum 
in addition to the academic ones. They felt that not enough 
was known yet to make sweeping changes within the traditional 
kindergarten. 
In a survey of Midwestern early childhood education 
professors (Finkelstein 1983), an issue was raised that does 
not seem to be covered in any of the research on the full day 
kindergarten - the issue of fatigue. The professors surveyed 
favored a half-day everyday kindergarten program for five 
year olds. Their major reason for objecting to an all-day 
program was that the children might become fatigued. 
The literature base is small. The results conflict at 
times. And many of the studies appear to have design flaws 
such as poor subject selection, different curriculum 
comparisons, and the use of undefined terms. The literature 
presents a rather lopsided source of information concerning 
the results of the establishment of all-day kindergarten. 
The academic results, while not unanimous in all studies, 
certainly present a favorable picture, but the entire 
kindergarten program and goals must be looked at before any 
sweeping decisions can be made. There is a definite lack of 
research into any areas outside of the academic issues 
concerning all-day kindergarten. 
The child has to be the most important component of 
the kindergarten program, no matter in what time-frame it is 
run. Further research has to be directed to the emotional, 
social, and physical needs of the five-year-old within the 
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settings of all and half-day kindergartens before 
decisions concerning those programs are made. 
CHAPTER III 
METHODOLOGY 
Introduction 
The type of study undertaken in this dissertation 
required the use of survey methodology. The goal of the 
study was to inquire into the reasons for establishing the 
all-day kindergarten in Massachusetts and what changes it 
may have produced in programs for children. To be both 
current and comprehensive in obtaining the data, a survey 
technique was considered to be the best tool. 
Survey Procedures 
The research questions were answered using the following 
procedures. First, all full day kindergarten teachers in 
Massachusetts were sent a questionnaire, constructed by the 
investigator (see Appendix A) . The questionnaire was used to 
solicit information from the teachers working in the field 
concerning the reasons for all-day kindergarten and any 
perceived changes in its goals or expectations. The areas of 
curricular change, material purchased and problems 
encountered were also covered in the questionnaire. Second, 
two interview formats were established - the first for use 
with administrators and the second for use with a random 
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sample of teachers responding to the questionnaire (see 
Appendix B). The purpose of the administrators' interviews 
was to determine their opinions in the areas covered by the 
five research questions. It was also a measure of the 
consistency that existed between what administrators and 
teachers saw as the answers to these five questions. The 
teachers' interviews were used to verify the results obtained 
from the questionnaires. Questions to obtain information 
concerning the five research inquiries were constructed using 
a grid to ensure that all areas were covered (see Tables 1- 
3) . Questions on the questionnaire and in the interviews 
were chosen to provide general information about kindergarten 
in each system and specific information concerning the areas 
particularly important to this study about all-day 
kindergarten within the Commonwealth. 
Questions included in the questionnaire were determined 
with the help of a panel of experts in the field of 
education. Dissertation committee members, professors at the 
University of Massachusetts and teaching colleagues in 
I 
Chicopee were most helpful in establishing the parameters of 
the study. 
The interview for administrators was field-tested with 
principals within the Chicopee School System. Both the 
teacher questionnaire and interview were field-tested with 
elementary school colleagues in the Chicopee School System. 
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Data Analysis 
The data obtained were analyzed mainly using the 
techniques of tallying and asking participants to rank and 
rate responses to the questions. When gathering information 
from the same teachers through the use of both the 
questionnaire and the interview, it was possible to verify 
the information originally in the questionnaire and obtain a 
bit more detail in some areas of interest. 
To answer the question as to reasons for having an 
all-day kindergarten, a rating question and a tally were used 
to look at the responses from administrators. The same 
method was used to gather information from the teachers' 
questionnaires. They were asked to rate (with 1 being the 
highest) the following reasons - preparation for first grade, 
child care considerations, financial considerations or other 
- as reasons for the existence of the all-day program in 
their systems. These reasons seemed to cover the areas 
mentioned in the literature and familiar to the author and 
her panel of experts before information was gathered in 
Massachusetts. The additional interview with teachers 
was used to focus on the one major reason within each school 
system by asking the teachers what they thought was the one 
major reason for the establishment of the all-day 
kindergarten and tallying their responses. The interview was 
also used to verify the information given by the teachers on 
the questionnaires. 
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For the question concerned with changes in goals and 
expectations, the teachers and administrators were asked to 
respond simply yes or no to whether they perceived any 
changes. They were asked to list the changes and also 
questioned as to who held any of these perceived changes in 
either goals or expectations. The question dealing with 
supplies purchased specifically for the program used the same 
type of yes or no answer and a listing of the actual 
materials purchased. Teachers were also asked to list any 
workbooks used in the classroom. 
To determine how the additional time affected the 
curriculum, administrators and teachers were asked to rate 
the areas of readiness skills, socialization skills, 
individual attention or some other as the one which received 
most of the additional time. They were also asked to rank in 
order of their importance the following curricular areas - 
reading readiness, mathematics readiness, language 
development, fine arts, physical development, unit 
development (science and social studies), or some other. In 
addition, teachers were asked to specify the amount of time 
they spent in various areas of the curriculum and classroom 
management (snack, lunch, and bathroom, for examples) in the 
half-day as compared to their present program. These three 
questions provided much information and were an additional 
source of verification when compared with each other. 
To find out if any problems had occurred in the 
establishment or maintenance of the program, administrators 
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and teachers were asked directly about any problems and also 
asked to rate the following areas - scheduling, parental 
reaction, children's ability to handle the program or other - 
as causing difficulties in the kindergarten. The teacher- 
interview data were gathered using a tally, as the questions 
asked were quite specific about problems within the 
classroom, such as supplies, class size, etc. 
Selection 
All of the 351 public school systems within the state 
that contain elementary schools were contacted by telephone 
to determine which systems offered an all-day kindergarten 
program (see Appendix C) . They were contacted first in the 
spring of 1985, and those systems which indicated that they 
were considering the program in the fall were recontacted in 
September. 
Table 4 shows the school systems that presently have 
all-day kindergarten, the extent that it is available within 
the system and the length of time it has been in existence. 
It is interesting to note that Fall River, even before 
the days of state-mandated kindergartens, had a pre-primary 
all-day program for five year olds. From the description of 
the program, it was a pre-first grade where the children 
began to read. When kindergarten was mandated by the state, 
Fall River began the traditional half-day sessions. 
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Table 4 
Public School Systems within Massachusetts 
with All-day Kindergarten, and 
Their Extent and Length of Existence 
Community Extent of Program Length of Ti 
Amherst-Pelham * All schools 3 years 
Boston* Unknown 8 years 
Cambridge* All schools 6 years 
Chicopee All schools 4 years 
Fall River All schools 12 years 
Florida* 1 out of 1 1 year 
Leverett* 1 out of 1 5 years 
Lowell* 2 out of 20 5 years 
Medford* 1 out of 13 5 years 
Pittsfield* 5 out of 7 1 year 
Provincetown* 1 out of 1 2 years 
Springfield* 1 out of 29 3 years 
Watertown* All schools 9 years 
Winchester* 1 out of 5 2 years 
Worcester* All schools 1 year 
* - Half-day program available on parental request 
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In Worcester, the program actually began in the early 
1970s for a class of bilingual children. In 1982, the all¬ 
day kindergarten was a feature of the magnet school program 
in Worcester. Since then, it has gradually been expanded 
throughout the city. 
Technique 
An interview was obtained with an administrator 
from each school system who was either familiar with the 
all-day kindergarten program and/or responsible for its 
supervision. Permission was obtained from each system, 
with the exception of Boston (see Appendix D), to send 
questionnaires to all the full day kindergarten teachers and 
to interview a random sample of those responding to the 
questionnaire. A computerized program of random numbers was 
used to select at least two (if there were that many) 
teachers who had indicated their willingness on the returned 
questionnaires to be interviewed in each system. 
Two hundred and thirty-nine questionnaires were sent out 
state-wide. Seventy-seven questionnaires were returned. 
Table 5 depicts the number of questionnaires sent to each 
system, their percentage of response and the number of 
teachers interviewed. There were no questionnaires returned 
from Lowell and Leverett. Therefore no teachers could be 
interviewed from these school systems. Boston denied 
permission for the research to be conducted within its 
system. In Pittsfield, the all-day program had just begun 
October and the teachers who responded felt it to be too 
early to be interviewed. 
Table 5 
Number of Questionnaires Sent, 
Percent Responding and 
Number of Teachers Interviewed 
Community # Sent % Responding # Intervie 
Amherst-Pelham 9 33% 2 
Boston 0 0% 0* 
Cambridge 36 33% 2 
Chicopee 19 70% 2 
Fall River 38 29% 2 
Florida 1 100% 1 
Leverett 1 0% 0* 
Lowell 2 0% 0* 
Medford 1 100% 1 
Pittsfield 5 40% 0* 
Provincetown 2 50% 2 
Springfield 2 100% 2 
Watertown 11 50% 2 
Winchester 1 100% 1 
Worcester 111 22% 2 
* - see information in text above 
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Order and Time of Procedure 
The telephone surveys were taken during the months of 
June and September in 1985. The administrators were 
interviewed from September 25, 1985 to November 14, 1985 (see 
Appendix E) . Questionnaires were mailed on October 21, 1985 
and although returns were requested within ten days, they 
were accepted until November 30, 1985. Teacher interviews 
were held from October 8, 1985 to December 11, 1985 (see 
Appendix E). 
Background Information 
There are several factors which appear important in 
comparing school systems in Massachusetts that have all-day 
kindergarten. The age requirement for admission to the 
different programs, the parental option of choosing an all- 
or half-day session for their children, and the availability 
of noontime transportation for those choosing the half-day 
option are all considerations in comparing the various 
systems. Table 6 presents this information. The age listed 
in the table is how old children must be on January 1st 
during the year they are in kindergarten. 
The state-suggested age for kindergarten admission is 5 
years by January 1st. The majority of school systems have 
adopted this guideline. Cambridge has the youngest 
admission age while Leverett has the oldest. Leverett does 
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Table 6 
Admission Age, Parental Option 
and Noontime Transportation 
Community 
Amherst-Pelham 
Boston 
Cambridge 
Chicopee 
Fall River 
Florida 
Leverett 
Lowell 
Medford 
Pittsfield 
Provincetown 
Springfield 
Watertown 
Winchester 
Worcester 
Age as of 
January 1st 
5 
5 
4- 9 
5- 3 
5 
5-3 
5-4 
5 
5 
5-1 
5 
4-11 
5 
5 
5 
Option of 
Half-day Kdg. 
Yes 
Yes 
Yes 
No 
No 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Yes 
Transpor tat ion 
at Noontime 
No 
Yes 
No 
No 
No 
No 
No 
Yes 
Yes 
Yes 
No 
Yes 
No 
Yes 
No 
provide the opportunity for parents of children born between 
September 1st and January 1st to request early admission. 
The school will conduct a screening. The child will be 
accepted or denied admission into the program based upon the 
results of the screening. 
In the communities of Boston, Lowell, Medford, 
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Pittsfield, Springfield, and Winchester, all-day 
kindergartens are offered as are programs with half-day 
sessions. If the parents choose not to send their children 
to a full day program, they attend a separate half-day 
session with buses provided at noon. In Winchester, the only 
children attending the full day kindergarten are those chosen 
in a community-wide lottery. These parents have to supply 
transportation both to and from school for their children. 
CHAPTER IV 
RESEARCH FINDINGS 
Kindergarten in Massachusetts 
The vast majority of the three-hundred-and-fifty-one 
public school systems in Massachusetts operate their 
kindergarten programs in the traditional half-day sessions, 
with one teacher responsible for two groups of children. The 
children in each group attend school five days a week for 
approximately two-and-one-half to three hours a day. 
Presently, all-day kindergartens are operating 
in very different types of communities throughout the state. 
Most of these programs are relatively new, but several like 
Fall River's and Watertown's were established a number of 
years ago. Children attending these programs come to school 
for approximately six hours five days a week. 
The presence of the all-day program constitutes a break 
from the traditional kindergarten structure. One can assume 
that the longer day has resulted in changes in the 
curriculum and has been created because school personnel 
want something more from the kindergarten. The study 
reported on here has been done in an effort to shed some 
light on these two interrelated issues. The research 
questions have been designed to find out the reasons all¬ 
day kindergartens now exist, if the goals and expectations of 
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kindergarten have changed, what areas of the curriculum have 
been affected, what additional materials have been included 
in the program, and what types of problems have evolved in 
establishing and maintaining the program. These questions 
aimed specifically at the differences, if any, that existed 
between previous half-day programs and all-day kindergartens 
in the communities that have made the change. 
Communities with All-day Kindergartens 
Communities within the Commonwealth of Massachusetts 
that have established all- day kindergarten programs are: 
1) Amherst-Pelham 
2) Boston 
3) Cambridge 
4) Chicopee 
5) Fall River 
6) Florida 
7) Leverett 
8) Lowell 
9) Medford 
10) Pittsfield 
11) Provincetown 
12) Springfield 
13) Watertown 
14) Winchester 
15) Worcester 
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With a few variations as to when all-day operations begin 
in September, these programs follow the regular day- and 
school-year schedule followed in the elementary grades of 
each system. 
Communities having all-day programs range from small 
rural places like Florida to large cities like Boston and 
Worcester. They include university communities in urban 
areas like Cambridge and in rural areas like Amherst-Pelham. 
All-day kindergarten exists in suburban towns like Winchester 
and in industrial communities like Fall River and Lowell. 
The types of communities that have all-day kindergarten in 
the Commonwealth seem to include all levels of the socio¬ 
economic spectrum. There is no obvious pattern in the type 
of communities which began full day kindergarten programs. 
The question becomes: Is there a pattern to other possible 
reasons why these programs got started in such diverse 
communities? 
The data will be presented question by question. A 
table summarizing the responses by administrators and 
teachers will be presented for each question. These data 
will be briefly described in narrative form, and a general 
summary, including conclusions, will be provided for each 
question. The chapter will close with an overall analysis o£ 
the results, a description of some of the variations in 
kindergarten structure in Massachusetts, and information from 
two systems that have terminated their all-day programs and 
from one system that will be terminating its program at the 
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end of this school year. 
State-wide Summary 
Why Have All-day Kindergartens Been Established? 
Administration. The reasons given by administrators for 
the establishment of the all-day kindergarten were almost as 
broad as the survey itself. Eight different primary reasons 
were mentioned by the fifteen administrators. Only two 
reasons were identified by a substantial number of the 
respondents. Five administrators, predominantly in large 
cities, mentioned the achievement of racial balance as the 
prime reason for beginning the all-day kindergartens. 
Responding to the needs of parents, which one can assume to 
be day care, was identified as the primary reason by four 
school systems and a secondary reason by one other district. 
Beyond this, the responses ranged from enrichment to 
economics, with only one administrator suggesting that time 
for increasing the academic curriculum was central to the 
decision. Table 7 indicates the primary and secondary 
reasons given by school administrators for the 
establishment of all-day kindergartens in their 
communities. 
Other reasons for the its establishment were cited in 
different communities. Cambridge stated that the primary 
purpose of establishing all-day kindergarten was to provide 
enriching experiences for the children. Fall River'cited 
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Table 7 
Administrators' Reasons 
for the Establishment of All-day Kindergarten 
Reasons * 
Community 123456789 
Amherst-p-s  
Boston-P  
Cambridge-P  
Chicopee-P  
Fall River-p-3  
Florida-3 — P- 
Leverett-P- 
Lowell-P  
Medford-P- 
Pittsfield -  
Provincetown  P - 
Springfield-P  
Watertown-P  
inchester-- s 
Worcester-3 — P  
p - Primary reason 
S - Secondary reason 
* 
1 - Needs of working parents 
2 - Need for racial balance 
3 _ previous preschool attendance 
4 - Enrichment activities 
5 - Preparation for first grade 
6 - Economics (transportation savings or job retention) 
7 - Provide individual attention 
8 - Children now more ready 
9 - Time to present valid curriculum 
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enrichment as a secondary reason. Chicopee and Florida 
stated that preparation for first grade was a factor in the 
decision to have all-day kindergarten in their systems. The 
children's previous attendance at preschool programs, many of 
longer duration than the traditional half-day session, 
provided motives for its establishment in Provincetown and 
Amherst-Pelham. Florida, a rural school system, stated that 
the money saved in bus transportation provided the impetus in 
their community for all-day kindergarten. Worcester, a large 
city system, also said the transportation savings helped the 
school committee give approval to the program. Pittsfield 
claimed it provided a program of individual attention for 
pupils and stated that this was their reason for beginning 
the program. Winchester said that the establishment of the 
all-day kindergarten responded to its belief that the 
children were more ready for a full day program now and the 
additional time allowed for the presentation of a valid 
curriculum. 
Teachers. Teachers' responses to the survey were 
available for only twelve of the fifteen school systems. 
After initial contact with Boston, permission was denied for 
the researcher to pursue the study in the Boston schools. 
Teachers in Lowell and Leverett failed to return the survey. 
Of the twelve responding teacher groups, only two 
mentioned racial balance as a primary (or secondary) reason 
for the establishment of the all-day kindergarten. In each 
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case, however, they were from districts where the 
administrators too had identified this as a primary reason: 
Medford and Springfield. Teachers in Amherst-Pelham, 
Cambridge, Fall River, Pittsfield, Watertown, and Worcester 
indicated that responding to the needs of working parents was 
the primary (4) or secondary (2) reason. In four cases, this 
judgment agreed with that of the administrator in the 
district. Teachers in Chicopee, Fall River, Florida, 
Provincetown, Watertown, and Worcester stated that either the 
primary (4) or secondary (2) reason for the all-day 
kindergarten was to better prepare the students for first 
grade. This answer showed the most disagreement between 
teachers and administrators; only in Chicopee and Florida 
did the two agree. 
Various other reasons were cited by teachers in the 
different communities. Teachers in Worcester cited 
transportation savings and Watertown teachers mentioned job 
retention for those threatened by declining enrollment, as 
economic reasons for the inclusion of the all-day 
kindergarten in their communities. The teacher in Winchester 
felt that the individual needs of the child were better met 
in the all-day setting and that the desire to meet these 
needs caused the program to be adopted. The ability to 
strengthen the kindergarten program was seen as a reason for 
the establishment of the all-day program in the Pittsfield 
system. Table 8 lists the teachers' primary and secondary 
reasons by community. 
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Table 8 
Teachers' Reasons 
for the Establishment of All-day Kindergarten 
Community 
Amherst — 
Boston - 
Cambridge 
Chicopee - 
Fall River 
Florida — 
Leverett - 
Lowell - 
Medford — 
Reasons * 
1 2 3 4 5 6 7 
p-S - 
Information not available 
P  
-p- 
p-s- 
-p- 
Information not available 
Information not available 
-P- 
Pittsfield P- 
Provincetown 
Springfield ■ 
Watertown — 
Winchester -• 
Worcester — 
P2 S-PI 
SI P-S2 
P - Primary reason (P1/P2 Received equal share in response) 
S -Secondary reason (S1/S2 Received equal share in response) 
1 
2 
3 
4 
5 
6 
7 
Needs of working parents 
Need for racial balance 
Previous preschool attendance 
Preparation for first grade 
Economics (transportation savings 
Provide individual attention 
To strengthen the kindergarten program 
or job retention) 
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Summary for Research Question #1. Although the need for 
racial balance within our schools seemed to be the cause for 
the establishment of the all-day kindergarten in many 
Massachusetts schools, the desires of working parents 
appeared to play an equally large part in the foundation of 
the program. Though racial balance was a reason mostly for 
cities, providing day care was identified in rural and urban, 
large and small systems. Even the inclusion of the all-day 
kindergarten in magnet schools in Springfield, Medford, 
Lowell, and Boston can be seen as an appeal to working 
parents to send their children to those schools. 
In many communities, the replies of the teachers and 
administration were not the same. For example, teachers in 
two systems mentioned the needs of working parents as a 
reason for the establishment of the full day program, while 
their administrators did not. Also an administrator stated 
that children were now more ready to assume an all-day 
schedule; the teacher in that system did not mention this as 
a reason. Preparation for first grade was a major reason for 
the establishment of all-day kindergarten in the eyes of 
teachers in half the districts, a position shared by 
administrations in two districts. This response by the 
teachers transcended community size, location and economic 
status. 
The results of the question regarding the establishment 
of the all-day kindergarten led to the conclusion that the 
need for racial balance, the needs of working parents, and 
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preparation for first grade were the major reasons found. In 
the opinion of the author, even the need for racial balance 
in our schools used the needs of working parents to its 
advantage. By offering parents the opportunity to have their 
children in school for all-day kindergarten, school systems 
provided day care in an attempt to balance their enrollments. 
Have the Goals and Expectations Changed Within the Framework 
of the All-day Kindergarten? 
Administration. The opinions of administrators 
regarding the goals and expectations of the all-day 
kindergarten are presented in Table 9. In eight school 
systems, they indicated that the goals of the kindergartens 
had not changed with the addition of the all-day program. 
For the remaining six systems, in which data were available, 
the administrators felt that the increase of the time within 
the full day program either caused or resulted in a change in 
the goals of the kindergarten. During the interviews, the 
administrators stated that most of these changes took the 
form of an increase in the academic material to be presented 
in the kindergartens. 
Only four administrations felt that the expectations 
for kindergarten remained the same after the inception of the 
full day program. In nine systems, administrators indicated 
that the expectations had changed. During the interviews, 
they stated that these changes originated widely, from 
53 
Table 9 
Administrators' Opinions 
Concerning Changes in Goals and Expectations 
Due to All-day Kindergarten 
Community Goals Expectations 
Amherst No No 
Boston Information not available 
Cambridge No No 
Chicopee Yes Yes 
Fall River Yes Yes 
Florida Yes Unsure 
Leverett Yes No 
Lowell No No 
Medford No Yes 
Pittsfield Yes Yes 
Provincetown No Yes 
Springfield No Yes 
Watertown No Yes 
Winchester Yes Yes 
Worcester No Yes 
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parents, teachers, and the communities in general. In the 
remaining system for which information was available, the 
administration was unsure if expectations had changed due to 
the presence of the all-day kindergarten. 
Teachers. Table 10 represents the opinions of the 
teachers as to whether goals and expectations changed in the 
kindergarten since the inception of the all-day program. In 
six systems, the majority of teachers indicated that the 
goals of kindergarten had not changed due to the existence of 
the all-day program. Teachers in Fall River and Pittsfield 
disagreed with their administrators. In the remaining six 
systems, for which data were available, the majority of 
teachers felt that the goals had changed because of the all¬ 
day program. Most indicated that the changes were generally 
in increased teaching and expected achievement of academic 
learning in children. Teachers in Cambridge, Watertown, and 
Worcester disagreed with their administrators. 
In addressing the issue of expectations, teachers in 
only three systems stated that expectations had not changed 
as a result of the presence of the program. Only teachers in 
Springfield disagreed with their administration in this 
regard. Teachers in the remaining nine systems felt that the 
expectations had changed and once again these changes were 
mostly in academic matters. These changed expectations were 
held by a variety of people - parents, teachers, and 
administrators, according to responding teachers. Only the 
Table 10 
Teachers' Opinions 
Concerning Changes in Goals and Expectations 
Due to All-day Kindergarten 
Community Goals Expectations 
Amherst-Pelham No (2/3) No (3/3) 
Boston Information not available 
Cambridge Yes (2/2) Yes (3/3) 
Chicopee Yes (13/14) Yes (14/14) 
Fall River No (5/8) Yes (3/5) 
Florida Yes (1/1) Yes (1/1) 
Leverett Information not available 
Lowell Information not available 
Medford No (1/1) No (1/1) 
Pittsfield No (1/1) Yes (1/1) 
Provincetown No (1/1) Yes (1/1) 
Springfield No (2/2) No (2/2) 
Watertown Yes (3/5) Yes (4/4) 
Winchester Yes (1/1) Yes (1/1) 
Worcester Yes (12/19) Yes (14/16) 
(N1/N2) - Nl, number that held the majority opinion 
N2, total number that answered the question 
teachers in Cambridge disagreed with their administration. 
Summary for Research Question #2. A consensus in the 
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area of changed goals within the all-day program was hard to 
discern. Teachers and administrators seemed equally divided 
as to their opinions on the matter. This appeared to be an 
area in which no one general conclusion could be drawn. 
Although the issue of goals was far from clear, the 
expectations, according to the majority of administrators and 
teachers, changed due to the presence of the all-day program. 
These changes ranged from the simple expectation that the 
children would be more familiar with the school routine, to 
the ultimate expectation that children would be reading while 
in or at the end of their year in all-day kindergarten. 
These expectations for the children seemed to be 
harbored by a variety of sources: teachers, both 
kindergarten and first grade, parents, administrators, and 
the communities at large. Administrators, for the most part, 
only cited the expectation that the children would be more 
used to the school routine. They mentioned in some 
communities that the feeling was that after inception of the 
all-day program children would be reading in kindergarten. 
Teachers felt that parents and the administration held 
expectations for more academic prowess on the part of their 
students. The majority of teachers did not feel that the 
first grade teachers held unrealistic expectations for the 
from the all—day kindergartens. students coming 
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The clear issue of changed expectations due to the all¬ 
day program makes the area of goal changes even more 
confusing. Were goals unrealistic or so broad before the 
presence of the all-day kindergarten that the changes in 
expectation could still fit within these goals? Or were the 
goals of previous half-day programs unclear and therefore 
expectations could change with no great effect on the goals? 
The issue of educating the whole child as mentioned in the 
Review of the Literature could provide the basis for the 
confusion between clearly changed expectations and the cloudy 
area of goal changes. In still attempting to educate the 
whole child, the school systems may now be putting more 
stress on the intellectual area while continuing to care for 
the social, emotional, and physical areas. Therefore they 
may feel that their goals are the same but their expectations 
changed due to the focus on the intellectual area of 
development. 
The author's experience and, for example, the written 
curricula of places like Cambridge, Worcester, and Chicopee 
that were in printed form and available for perusal led to 
the conclusion that the goals of most kindergarten 
curricula were expressed as the desire to contribute to the 
development of the whole child and thus left such a broad 
area in which to maneuver that all sorts of expectations 
could appear while staying within the defined goal. This 
explanation for the lack of agreement between teachers and 
administrators on the changes of the goals in the all-day 
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programs and the presence of agreement on the changes of 
expectations illustrates the need for many school systems to 
reevaluate goals and expectations alongside each other and 
the type of all-day kindergarten program they are offering. 
What Areas of the Curriculum Have Been Affected in 
Accommodating the Additional Hours in the Full Day Program? 
Administration. The administrators in ten school 
systems felt that both the increased time and curricular 
emphasis favored the same area. In five of these systems, 
the readiness areas were earmarked for both the most 
additional time and emphasis. Only administrators in 
Amherst-Pelham, Cambridge, Pittsfield, and Winchester 
indicated different areas for the increased time and 
importance in the curriculum. These areas varied greatly, as 
eight responses outlined the use of the additional time in 
the program and six the most important area of the 
curriculum. Table 11 depicts the areas which administrators 
felt were most important within the curriculum and those 
which have received the most increase in time since the 
inception of the all-day kindergarten. 
Concerning the matter of time, administrators in 
Amherst-Pelham, Medford and Worcester indicated that the time 
had been spread equally throughout all areas of the 
curriculum. Administrators in Chicopee, Lowell, 
provincetown, Springfield, and Watertown stated that the 
readiness areas were receiving more time since the change to 
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Table 11 
Administrators' Views 
on Additional Time Spent and 
Areas of Importance in Curriculum 
Curricular Areas * 
Community 12345678 
Amherst-T-I  
Boston Information not available - 
Cambridge T-I- 
Chicopee-T/1  
Fall River T/I - 
Florida-T/I - 
Leverett - 
Lowell - 
Medford - 
Pittsfield - 
Provincetown 
Springfield 
Watertown — 
Winchester - 
T/I 
T/ I 
I 
T2/I2 
T/I 
• T/I 
— I - 
Tl/Il 
T/I- 
T 
T 
Worcester-T/I  
T - Area in which additional time is spent 
I - Curricular area considered most important 
Note: The administrators in Provincetown feel that these 
areas are equal in time and importance. 
* 
1 - All areas of the curriculum 
2 - Readiness areas 
3 - Reading readiness 
4 - Social skills 
^ — pupil activities and direct experiences 
6 - Language 
7 - Individual attention children 
8 - Reading, writing, mathematics, science, and computer 
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all day kindergarten. This was the largest group of 
administrators to agree on an area in the matter of increased 
time. The administrator in Florida felt that reading 
readiness alone benefited from the increase in time, and 
another in Fall River cited language development including 
reading readiness, as receiving more time. One in Winchester 
indicated that time was spread across the areas of reading, 
writing, mathematics, science, and computers. Administrators 
in Pittsfield and Leverett stated that the increased time had 
gone into the area of providing individual attention to the 
students. One in Cambridge felt the extra time was used to 
provide activities and direct experiences for the children. 
Another in Provincetown felt the additional time was used to 
promote the social growth of the children. 
As to the matter of importance within the curriculum, 
administrators in Medford and Worcester felt that all areas 
of the curriculum were equally emphasized. Seven systems 
cited the readiness areas as the most important in the 
curriculum. Once again this area produced the most agreement 
amongst administrators. Administrators in Florida and 
Pittsfield indicated that reading readiness was most 
important within the kindergarten curriculum. Those in 
Cambridge and Fall River nominated language development as 
the most important curricular area. One in Leverett felt 
that the ability to provide individual attention to the 
pupils was the most important part of the kindergarten 
curriculum, and another in Provincetown indicated that social 
experiences played a most important role within the 
curriculum. 
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Teachers. Table 12 pictures the areas in which the 
teachers were spending their additional time and what areas 
of the curriculum they felt were most important. 
Teachers in six of the twelve systems identified 
readiness instruction as receiving most of the additional 
time available in the all-day program. The only other 
curriculum area selected more that once, in the context of 
increased time, was providing individual attention, 
identified by teachers in Pittsfield, Springfield, and 
Watertown. There was no agreement among the five remaining 
teacher groups regarding the aspect of the curriculum 
receiving the most time. 
Curiously, there was little agreement among the 
teachers regarding the relationship of time to curricular 
importance. Of the six groups of teachers indicating 
readiness areas as receiving more time, only two of the 
groups said that it was the most important feature of the 
curriculum. But if we include in this group the teachers who 
chose just reading readiness as most important, the number 
that agree in time and importance reaches seven, more along 
the lines of the administrators' responses. 
Besides mentioning readiness skills and reading 
readiness as most important, teachers in six systems chose 
language development as the most important curricular area. 
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Table 12 
Teachers' Views 
on Additional Time Spent and 
Areas of Importance in Curriculum 
Curricular Areas * 
Community 1 2 3 4 5 6 7 
Amherst — 
Boston - 
Cambridge 
Chicopee - 
Fall River 
Florida — 
Leverett - 
Lowell - 
j . 
Information not available - 
-T/I1-I2 
-T/I  
T i 
-T-I - 
Information not available - 
Information not available - 
. Medford-T/I 
Pittsfield-I- 
Provincetown-T -II 
Springfield - 
Watertown-T2 I 
Winchester  
T2- 
12 
I 
T/ I 
Worcester-T I 
T - Area in which additional time is spent 
(T1/T2 Received equal share in response) 
I - Curricular area considered most important 
(11/12 Received equal share in response) 
* 
1 - All areas of the curriculum 
2 - Readiness areas 
3 - Reading readiness 
4 - Social skills 
5 - Language 
6 - Individual attention 
7 - Mathematics, science, and social studies 
T 
T 
T1 
T1 
But only the teacher in Winchester felt that she gave it 
additional time in the all-day program. 
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Summary of Research Question #3. There was no doubt 
that the majority of teachers and administrators felt the 
areas of readiness skills, particularly reading readiness, 
and language development to be the most important areas of 
the curriculum. Teachers from seven school systems rated 
readiness skills, including reading readiness, as most 
important and the areas in which more of the additional time 
available in the full day kindergarten was used. 
Administrators in five systems stated that the readiness 
areas were most important and the ones in which more 
additional time was spent. The area of language development 
was chosen by teachers in six school systems as the most 
important area in the curriculum. The vast agreement on the 
importance of these academic areas within the kindergarten 
curriculum and the amount of additional time put into them 
clearly showed that the focus of kindergarten had changed 
over the years. Historically, kindergarten played a 
major role in adapting the child socially and emotionally to 
his or her role as a student in school (Evans 1975). The 
academic element was present, but not as a major part of the 
kindergarten program. This obviously had changed as the 
academic matters of reading and mathematics came to the 
forefront of the majority of all-day programs. 
With the combined emphasis on academic matter and 
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increased expectations for the child, all-day kindergarten is 
now where the child begins to receive his formal 
preparation for reading and mathematics. Although this 
attitude concerning the most important area within the 
curriculum and the increased amount of time put into it may 
still allow for the social, emotional, and physical 
development of the child, it certainly shows a change in the 
focus of the kindergarten within the all-day program. 
This emphasis did not exist in all school systems, but 
seemed to be present in some manner in almost all systems 
when research results were considered. 
What, if Any, Additional Teaching Materials Are Used in the 
Extended Program? 
Administrators. Ten school systems with all-day 
kindergarten did not purchase any new material for the 
programs according to their administrators (see Table 13). 
The administrator in Cambridge spoke of purchasing cots and 
mats and hiring a half-day instructional aide for each 
classroom. The administrator in Pittsfield stated that 
manipulatives and formal science and social studies kits were 
purchased. One in Watertown mentioned purchasing 
housekeeping equipment and games. Only in ^.hicopee, 
according to the administration, was additional academic 
material purchased because of the beginning of the all-day 
program in their system. The primer for their reading 
series, a Palmer handwriting workbook, formal science and 
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Table 13 
Administrators' Recall of Purchases Made 
For All-day Kindergarten 
Community 
Purchases No Purchases 
Made Made 
Amherst X 
Boston Information not available 
Cambridge Cots, half-day instructional aide 
Chicopee Academic materials - primer, printing 
workbook, science and social studies kits 
Fall River X 
Florida X 
Leverett X 
Lowell X 
Medford X 
Pittsfield Manipulatives, formal science and social 
studies kits 
Provincetown X 
Springfield X 
Watertown Housekeeping equipment and games 
Winchester X 
Worcester X 
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social studies kits were purchased. 
Teachers. Table 8 depicts the teachers' recall of any 
purchases made particularly for the all-day kindergarten. 
The teachers in eight school systems stated that no special 
purchases were made for the program. The teachers in 
Cambridge indicated that cots and mats were purchased and a 
half-day instructional aide was hired for each teacher. 
Chicopee teachers recalled the special purchase of academic 
material such as workbooks, teachers guides, and kits, made 
especially because the all-day program was beginning. In 
Watertown, the majority of the teachers recalled very general 
purchases, such as games and toys, being made at the 
inception of the all-day kindergarten, while one teacher 
recalled the purchase of workbooks for all major subject 
areas. Teachers in Pittsfield stated that manipulatives and 
formal science and social studies kits were purchased when 
the all-day kindergarten was adopted. 
Summary for Research Questions #4. With the exception 
of Chicopee which did purchase additional academic material 
at the inception of its program, the vast majority of school 
systems did not purchase any particular teaching material 
specifically for the all-day kindergarten program. Cambridge 
did hire an half-day instructional aide for each classroom, 
who, from the answers on the questionnaires and interviews, 
has proved most valuable. There was complete agreement 
between teachers and administrators concerning materials 
I 
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Table 14 
Teachers' Recall of Purchases Made 
For All-day Kindergarten 
Community 
Purchases No Purchases 
Made Made 
Amherst X 
Boston Information not available 
Cambridge Cots, half-day instructional aide 
Chicopee Academic materials - primer, printing 
workbook, science and social studies kits 
Fall River X 
Florida X 
Leverett Information not available 
Lowell Information not available 
Medford X 
Pittsfield Manipulatives, formal science and social 
studies kits 
Provincetown X 
Springfield X 
Watertown X 
Winchester X 
Worcester X 
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purchased. Almost all systems already had mathematics and 
reading workbooks as part of their half-day programs. In 
several systems, teachers mentioned during the interviews 
that they now had time with the all-day program to use the 
material already in their rooms, while the Worcester school 
system on both teacher and administrator levels bemoaned 
their lack of very basic materials. In interviewing the 
administrators, it was noted that there was a great amount of 
freedom for kindergarten teachers in quite a few systems to 
use their own discretion as to the frequency and manner in 
which the workbooks were used. The questionnaires and 
interviews with teachers supported the administrators' 
statement. There were also some systems, though these 
appeared to be in the minority, that used the kindergarten 
workbooks as the beginning step in the community-wide reading 
program and expected compliance by the teachers in the matter 
of completing the text. 
The lack of specific purchases in the academic area by 
most systems seemed to belie the importance they placed on 
the readiness areas. However, two explanations appeared 
readily available to this researcher, based on her own 
classroom experience and the comments of some teachers during 
the interviews - the first being that the classrooms were 
already equipped in these matters from the days of the half 
day programs and the second being that the systems expected 
these areas to be taught without the use of formal learning 
materials. 
What Problems Have Arisen in the Establishment and 
Maintenance of the All-day Program? 
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Administration. In thirteen school systems, the 
administrators stated that they have had no problems in 
establishing full day programs. But in Lowell, Medford, 
and Springfield, there were financial problems that did not 
permit the all-day programs to be offered throughout the 
entire systems. Springfield has plans to extend the 
kindergarten in a magnet program to two other schools with 
the state providing the funds. In Pittsfield, there was not 
enough room to offer the program in two of their seven 
schools. 
Twelve of these systems also indicated that they had no 
problems with the maintenance of the program. The 
administration in Fall River, one of the twelve systems, 
indicated that the teachers felt that there should be more 
preschool programs available, but that there was no money for 
them. An administrator in Springfield, another one of these 
twelve systems, admitted to "weeding out" the children who 
seemed to be having problems in the program in October. 
The administration in Amherst-Pelham acknowledged that 
the parental option of choosing full or half-day sessions, 
caused some problems for teachers. In Worcester, the 
administration admitted having the problems of very few 
supplies and high enrollment, both financial difficulties 
that they did not have the funds to solve. 
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Teachers. Table 15 depicts the problems that the 
teachers had in the all-day kindergarten programs. 
AH teachers in four systems stated that they recognized 
no problems with the all-day program. There were six systems 
in which groups of teachers reported problems with children 
not able to cope with being in school all day. This was the 
most common problem reported. The teachers in most of these 
systems did state that the problem was slight. 
In Provincetown, the teachers were evenly divided 
between feelings that there were no problems and that 
there was a problem of weary children in the afternoon. In 
Worcester, varying numbers of teachers reported problems with 
lack of supplies, class size, lack of planning time, and 
children being unable to cope with the all-day program. 
In Chicopee, one of the six systems, the teachers also stated 
that they had problems when children transferred to their 
program from a traditional half-day session. In Fall River, 
another of these systems, a large percentage of the teachers 
reported a problem with large class size. 
Teachers in Cambridge felt that their early admission 
age caused problems within the classroom. In Amherst-Pelham, 
teachers stated that the parental option of choosing half- or 
full day sessions for their children caused some problems in 
the classroom. 
Summary for Research Question #5. The largest 
differences between teachers and administrators in this 
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Table 15 
Teachers' Opinions 
Concerning Problems Within All-day Kindergarten 
Problems * 
Community 12345678 
Amherst-X  
Boston - Information not available - 
Cambridge-X  
Chicopee X-X  
Fall River X-X- 
Florida-X  
Leverett - Information not available - 
Lowell - Information not available  
Medford-X  
Pittsfield-X  
Provincetown-X X- 
Springfield-X * 
Watertown  x 
inchester--- 
Worcester-x x x x“ 
* 
1 - None 
2 - Children not ready but sent by parents 
3 - Early admission age 
4 - Transfer students _ __ _ 
5 - Children's inability to cope with full day 
6 - Class size 
7 - Lack of supplies 
8 - Lack of planning time 
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research were evident in the area of problems connected with 
the full day kindergarten. For the most part, the 
administrations cited no problems except in the desire to 
expand the program with funding not available. Only in 
Amherst and Worcester did the administrators seem aware of 
the problems mentioned by the classroom teachers. 
Although no teacher cited it as an overwhelming problem, 
and most supplied their own solutions to it, the question of 
what to do with children unable to cope with staying in 
school all day was a concern of some importance in at least 
half the systems. Teachers stated they used retention as the 
most common solution to the problem of children who were 
having trouble with the program. Teachers in at least five 
systems cited this as a solution. They also mentioned trying 
to convince parents to keep the child at home for another 
year or to pick the child up at noon for awhile. Teachers 
also mentioned attempting to place children in preschool 
programs where they were available in the public schools. 
The city of Fall River has a policy of placing an aide 
in a kindergarten classroom of thirty-five students and 
splitting that class into half-day sessions once enrollment 
reaches forty. Yet the administration did not cite class 
size as a problem in the maintenance of their program, while 
eighty percent of their teachers mentioned it as a concern. 
There were three possible explanations for the wide gulf 
existing in some areas over what was considered a problem by 
teachers and by administrators. First, the administration 
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may have been so removed from the classroom situation that 
they were truly unaware of the concerns of their teachers. 
Second, the administration, when questioned concerning 
problems within their systems, may have only been thinking in 
terms of large, general areas that would cause problems 
system wide. Third, the teachers had either adapted to the 
problem, such as that of class size, or as in the case of 
children unable to cope with a full day in school, had 
furnished their own solutions, such as retention or 
persuading the parents to either keep the child home for 
another year, send him to preschool, or pick him up at noon. 
Therefore, these problems did not reach the ears of the 
administrators who appeared ignorant of them. 
Variations Upon a Theme 
Several communities within the state were found to have 
adopted different approaches to the kindergarten. While 
these did not include the all-day everyday program being 
studied, they are of enough interest and variety to be 
described in this research. 
The community of Shutesbury uses a teacher hired by the 
town and parent payment of her salary through tuition to 
extend the children's time in school. All children receive a 
free morning program, and for those who wish to pay the 
tuition an afternoon program is provided for the children. 
This program appears to be a day-care program established 
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within the school system, rather than an all-day 
kindergarten. Lynnfield has extended its kindergarten 
session to three-and-one-half hours this year at the request 
of parents who felt that after nursery school attendance, 
their children were ready for more time in school. 
Swampscott has extended its session to four hours to allow 
the children to be transfered to the YMCA program that 
operates within the schools beginning at 12:30 p.m. 
The rural towns of New Braintree and Princeton have 
kindergartens that run three full days a week. The children 
do not attend school on the other two days. This both 
increases the children's time in school and saves the 
communities the expense of the noontime kindergarten bus. In 
these communities, it appears to be mainly an economic 
consideration in the saving of transportation costs. 
Both towns have had this program for two years. 
In Manchester, the children attend school for two full 
days and three half days a week. They begin in September and 
continue for the entire school year. The program started 
this year and is used to accustom children to spending more 
time in school before they go on to first grade. According 
to the principal, this developmental program uses team 
teaching and exposes the children to more social studies, 
science, and psychomotor activities than time allowed before. 
The town of Wellesley calls their program the 
"Transitional Full Day Kindergarten program." It was 
adopted in the fall of 1984 to "provide a more structured 
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transition for youngsters who will be entering full-day first 
grade the following year, to provide comparable instructional 
time for all youngsters across all six schools and to adapt 
the kindergarten experience to the needs of older youngsters 
most of whom have had more than one year of formal pre-school 
experience" (DeLetis, Schofield and Teixeira 1984). As they 
adopted this program, the Wellesley school system gradually 
raised the admission age to kindergarten. Now the children 
are required to be five years old by September 1st. This 
change in age was instituted when the kindergarten teachers 
reported that yearly they were retaining more youngsters for 
developmental reasons. For the month of September, the 
children attend school for half-day sessions. From October 
1st to November 15th, the children attend all-day 
kindergarten in groups of four to six one time a week. From 
November 15th to March 9th, the children attend all-day 
kindergarten in groups of eight to twelve two times a week. 
From March 12th to the end of the school year, the children 
attend all-day sessions in full class groups of sixteen to 
twenty-four four times each week. 
The variations in kindergarten programs within the state 
seemed to consist of the traditional half-day sessions, 
extended half-day sessions and full day programs. All-day 
programs were run by either the school system itself or 
outside groups. All—day programs ran for the full week 
alone or in conjunction with half-day sessions. They were 
also run for a limited number of days a week with the 
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children staying at home for the rest of the time. The 
reasons for these different types of programs varied as did 
their time-frames from community to community. Child care 
and preparation for first grade appeared to be the two most 
prevalent reasons, however. 
Communities that Terminated All-day Programs 
The city of Lowell presently has all-day kindergarten in 
the two magnet school programs that it operates. 
Approximately two years ago, the School Committee was forced 
to do away with the all-day kindergartens that existed in six 
other schools outside of the magnet programs. These magnet 
schools were spread throughout the city to provide all-day 
kindergarten opportunities in each area of the city. 
Financially the city was unable to provide the all-day 
program in all the elementary schools. This termination was 
the result of the large influx of southeast Asian children 
into the school system. 
Lowell now has the second largest population of 
southeast Asian immigrants in the Commonwealth. The expense 
of providing bilingual services and the classrooms in which 
to provide these services caused the demise of the all-day 
program, described by an administrator as "a luxury item." 
Lowell is planning to take full advantage of the early 
childhood provisions of Chapter 188. The administration 
stated that they plan to provide early childhood 
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services that will significantly touch a substantially 
increased population over that which they are presently 
serving. They are seriously considering the possibility 
of a return to the all-day kindergarten in the entire 
system in the future. 
The community of North Adams had an all-day kindergarten 
program throughout the entire school system. The financial 
constraints imposed by Proposition 2 1/2 forced the city to 
do away with the program. There were complaints during the 
first year of the change, but the administration felt that 
these complaints came mostly from parents concerned with 
child care for their children during the session that they 
were not in school. 
This community is also planning to take advantage of 
funds available under Chapter 188 to study specifically the 
all-day kindergarten. Although no research has yet been done 
to study alternative programs, the city is showing an 
increase in the number of students in the lower grades who 
are in need of the special remedial-reading help available 
under Chapter One. Since the full day kindergarten had an 
extensive readiness program that the half-day kindergarten is 
unable to maintain, some people feel that there is a 
connection between the increased need for remedial services 
and the discontinuation of the all-day kindergarten program. 
The planning grant requested from the Chapter 188 funds will 
study the possible need to return to an all-day kindergarten 
program. 
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In what to this researcher is a surprising event, the 
town of Winchester will discontinue its all-day 
kindergarten at the end of this school year. At the time 
this research was being done, the expansion of the program 
was planned within the town. It appears that the expense of 
expansion to the whole town was too costly, and it was 
decided by the school committee that if it could not be 
offered in all seven schools in the town, it would not be 
offered at any. Therefore this will be the second and last 
year of the program in Winchester at the present time. 
Analysis of Results 
Although the school systems that presently have all-day 
kindergarten are in the minority among over three-hundred- 
and-fifty school systems in Massachusetts, every school 
system that has the program wants to keep it, and many are 
attempting to expand their programs if it has not already 
been spread system-wide. During the interviews, many 
administrators mentioned that neighboring towns are also 
interested in the all-day kindergarten and that 
representatives from those communities had come to observe 
existing programs. Even the towns that had to give up the 
all-day program for economic reasons are planning to study 
its possible comeback with funds from the early-childhood 
provisions of the new Massachusetts Education Act. 
The type of communities that have all-day kindergarten 
79 
in Massachusetts varied greatly from large urban centers to 
small one-school rural areas. The variety included wealthy 
suburban communities along with economically depressed 
cities. This wide spectrum of both community type and 
economic make-up presented an interesting aspect to the 
research. All of these various communities appeared to feel 
that the all-day kindergarten met their needs in some way. 
Throughout the state, teachers and administrators 
responding to the interviews and questionnaires differed 
greatly in their answers to two of the research questions 
and were in agreement on the other three. Teachers and 
administrators differed on the reasons for the 
establishment of the program in their systems. In the 
area of changed goals in the all-day kindergarten, there 
was no general agreement on either side. But under the 
same research area as to how expectations have changed for 
children within the program, the majority of both teachers 
and administrators agreed that the expectations had changed. 
They agreed generally in their answers about the most 
important area of the curriculum and the curricular area in 
which most of the additional time available in the full day 
kindergarten was spent. Agreement was strongest in the area 
of supply purchase. Nothing was specifically purchased for 
the all-day program in most schools. The second item on 
which there was substantial disagreement was the presence of 
problems with the maintenance of the all-day program. 
Administrators perceived few problems while teachers saw 
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problems with extending the day. 
From the research results, it is interesting to note 
that the more idealistic positions seemed to be held by the 
administrators, while the teachers were more concerned with 
what could be perceived as the events of the classroom in the 
all-day kindergarten. Perhaps the basic differences in their 
jobs led to the disparity of their opinions on reasons, 
curriculum, and problems in the all-day kindergarten, or it 
could be an indication of a communication breakdown between 
the teachers and administrators in many Massachusetts school 
systems. The administrator in the office is liable to 
perceive things differently from the teacher in the 
classroom. Every day problems that can crop up in the 
classroom may be solved or adjusted to by the teacher before 
they ever come to the attention of the administration. An 
administrator in Watertown stated that he knows he is 
too far removed from the children and that often he feels 
people, teachers especially, are telling him what they 
think he wants to hear as opposed to what might really be 
happening. This situation may not be unique to Watertown, 
and the lines of communication between teachers and 
administrators may need to be examined in many systems. 
The reasons for the establishment of the all-day 
kindergarten that applied to most of the school systems were 
racial balance, child-care needs, and preparation for first 
grade. As to whether the goals of kindergarten had changed 
with the inception of the all-day program, there appeared to 
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be no clear conclusion from either teachers or 
administrators. Concerning a change in expectations from the 
children who attended a full day kindergarten, the majority 
of both administrators and teachers were in agreement that 
there were changes that ranged from the expectation that the 
children would be more familiar with the school routine to 
the expectation that they would be reading in kindergarten. 
The readiness areas received the greatest share of 
support from both teachers and administrators as the most 
important curricular area and that which has received more of 
the additional time available in the all-day kindergarten. 
In the area of supplies purchased specifically for the 
all-day kindergarten, the Chicopee School System was in the 
minority as it reported purchasing additional academic 
material. The vast majority of school systems did not 
purchase any particular material because the all-day 
kindergarten had been started in their system. 
Establishment of the all-day kindergarten, once it 
cleared the financial hurdle of funding, did not seem to 
cause problems for either administrators or teachers. The 
question of problems which have arisen in the maintenance of 
the all-day kindergarten produced two distinct levels of 
answers. Administrators, for the most part, stated that no 
problems existed. Only the administrators in the Amherst- 
Pelham and Worcester school systems seemed to have an 
understanding of problems in the maintenance of the full day 
program that existed in the classrooms. Teachers listed 
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problems in the program that ranged from lack of basic 
supplies to the inability of some children to cope with being 
in school all day. 
The all-day kindergarten in fourteen school systems 
in Massachusetts appears to be a permanent fixture. The 
research seems to show that this program transcended 
geographic and economic boundaries. Although the opinions of 
teachers and administrators varied on some issues, no one 
wished to terminate the program. 
CHAPTER V 
DISCUSSION 
Summary 
This study was designed to look at the growth of the 
all-day kindergarten in the Commonwealth of Massachusetts. 
The research questions to be answered in this dissertation 
were five in number: 1) Why have all-day kindergartens been 
established? 2) Have the goals and expectations changed 
within the framework of the all-day kindergarten? 3) What 
areas of the curriculum have been affected in accommodating 
the additional hours in the full day program? 4) What, if 
any, additional teaching materials are used in the extended 
program? 5) What problems have arisen in the establishment 
and maintenance of the all-day program? 
A telephone survey of all the public school systems in 
Massachusetts was taken to determine those systems that had 
all-day kindergarten. An administrator in each of the school 
systems having the all-day program was interviewed. 
Questionnaires were sent to all full day kindergarten 
teachers in the state and two teachers (one if there was only 
one all-day class in the system) from each system were 
interviewed. Permission to conduct this research in the 
Boston School System was denied, although one administrator 
had already been briefly interviewed before the denial was 
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received. The teachers in Lowell and Leverett never returned 
their questionnaires. Due to these circumstances, only data 
from administrators were included in Lowell, Boston, and 
Leverett. That received from Boston is very incomplete. 
Findings of the Study 
The school systems in Massachusetts that had all-day 
kindergarten were: 
1) Amherst-Pelham 
2) Boston 
3) Cambridge 
4) Chicopee 
5) Fall River 
6) Florida 
7) Leverett 
8) Lowell 
9) Medford 
10) Pittsfield 
11) Provincetown 
12) Springfield 
13) Watertown 
14) Winchester 
15) Worcester 
These communities ran the gamut of both the economic and 
geographic spectrums. Wealthy communities and economically 
depressed areas had all-day kindergarten. Small rural towns 
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and large industrial cities had full day programs. 
Achieving racial balance within the schools, providing 
for the needs of working parents, and preparation for first 
grade were seen as the prevalent reasons for the 
establishment of the all-day kindergarten in Massachusetts. 
These three factors did not exhaust all the reasons in all 
school systems for the establishment of the all-day 
kindergarten, but they seemed to appear as reasons, given as 
either major or minor, in enough school systems throughout 
the Commonwealth to qualify as common reasons. 
No general conclusion could be drawn from the results of 
the interviews and questionnaires concerning the question of 
changed goals within the all-day kindergarten. Teachers and 
administrators were both divided about the issue. About half 
of each group felt that the goals had changed, while the 
other half didn't. But in regard to the question of changed 
expectations within the all-day kindergarten, the consensus 
of opinion was that the expectations for children attending a 
full day program had changed ranging from the simple 
expectation of the children being more used to the school 
routine to the expectation that the children would be reading 
in kindergarten. 
The majority of teachers and administrators felt that 
the readiness skills were the most important curricular 
areas. Also the area of readiness skills received more of the 
additional time available in the all-day program, according 
to the majority of teachers and administrators These 
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readiness-skills areas consisted of mathematics and reading 
readiness, with some people including language development as 
an aspect of reading readiness. 
The vast majority of school systems made no special 
purchase of teaching material as a result of the inception of 
the full day kindergarten. The Chicopee School System was 
the only one that purchased academic material especially for 
the start of its all-day kindergarten. 
Administrators for the most part felt there were no 
problems in either the establishment or maintenance of the 
full day kindergarten. In regard to expansion of the 
program, some systems were having financial difficulties 
attempting to include the all-day kindergarten in all 
elementary schools. Teachers, on the other hand, reported 
problems in the maintenance of the program that ranged from 
class size to the inability of some children to cope with 
being in school all day. Most teachers indicated that they 
adjusted to their difficulties or supplied their own 
solutions. No teachers wanted to return to the half-day 
program and many, in mentioning problems, indicated that they 
considered them minor. 
Teachers and administrators were in general agreement on 
changed expectations, curricular areas of importance, and 
materials purchased. They also agreed on the fact that 
providing for the needs of working parents was a reason for 
the establishment of the all-day kindergarten. Only the 
teachers in one large city school system, of those for which 
I 
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data were available, did not list racial balance as a reason 
when it was included by the administration. Preparation for 
first grade was considered a reason for the establishment of 
the all-day program by teachers in many systems but only 
cited by two groups of administrators. The most frequent 
disagreement between teachers and administrators existed over 
problems encountered in its maintenance. Administrators 
appeared to be unaware of the problems that teachers 
perceived to be having in the operation of the program. 
Some of these problems were class size, lack of supplies, and 
the inability of some children to handle the all-day program. 
Discussion of the Findings 
All-day kindergarten in the Commonwealth of 
Massachusetts appears to be popular in the school systems in 
which it exists. Many other systems are considering its 
implementation in the near future. This relatively new 
aspect of public education for five year olds deserves close 
scrutiny. Many claims of academic superiority (Adcock 1980, 
Woods 1977) have been made for all-day programs, but little 
research has been done on any other aspects of the difference 
between all- and half-day programs. This strong focus on 
only one aspect of the program may hide faults or good points 
that should also be considered. Thus there is the need to 
investigate it more closely to see if it will truly benefit 
the child (Regan 1978). 
88 
This study revealed that the reasons for the 
establishment of all-day kindergarten are not always child- 
centered. The reasons sometimes originate outside the 
schools, for example, as economic or political reasons. 
There are, within kindergartens established for each or any 
combination of reasons, fine programs being provided the 
five-year-old. But communities should look more closely at 
their reasons and at what they are providing the child 
in relation to the needs of the five-year-old. 
The town of Leverett's purpose in the establishment of 
its program was to provide a better, more organized program 
than a day-care center could. They felt that they had 
succeeded in fulfilling their aim. They were quite 
forthright about wishing to meet the needs of working 
parents. Within their program, they provide for the needs of 
the child, but the reason for its establishment was primarily 
to meet the needs of parents. The communities that 
offer all-day kindergarten programs to attract children to 
schools which need to be racially balanced are 
meeting developmentally appropriate needs of the children 
along with the need to provide the numbers necessary for the 
school system to fulfill court requirements. 
Even using the all-day kindergarten program to 
prepare children for first grade, the actual needs of the 
five-year-old child may not be being filled. The experience 
of kindergarten should be profitable to a child of and by 
itself and not as preparation for another grade (Rudolph and 
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Cohen 1984). The kindergarten experience should enrich the 
child and open the world of school to him or her as an 
interesting and exciting place to be. Kindergarten's reason 
for existence should not solely be the fact that the children 
need to be prepared for first grade. This preparation should 
come as a sideline to the activities occurring in the 
kindergarten. It is necessary, in the opinion of the author, 
for the children to be prepared, but it is not the primary 
function of a balanced kindergarten program. 
The information available from the data on goals and 
expectations for the all-day kindergarten showed 
inconsistencies. Many people felt that kindergarten's 
goals had not changed with the inception of the all-day 
program, but that the expectations held for the children had. 
Teachers on the questionnaires and in the interviews 
mentioned that some parents and others in the community 
seemed to expect that children would be reading at the end of 
kindergarten since they were there for the whole day. The 
stated goals of the programs still considered the education 
of the whole child, but the expected outcomes were focused 
strongly on academic achievement. 
The author feels that school systems might benefit from 
examining both their goals and expectations and possibly 
producing a program that would address these issues more 
consistently. If the goal of a kindergarten program is to 
provide for the needs of the whole child, and the focus and 
expectations are mainly in the academic areas, the people 
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formulating the goals and expectations should be sure that 
their program has realistic goals that can be met in 
conjunction with their expectations. 
In the opinions of the majority of the teachers and 
administrators responding to the interviews and 
questionnaire, and of this author as well, the readiness 
skills are the most important areas in the kindergarten 
curriculum. Readiness in mathematics and reading, along with 
language development, constitute the kindergarten readiness 
area. They should not be considered so important that they 
become the exclusive concern of the kindergarten (Oelerich 
1979) and eliminate other areas such as physical, social, 
artistic, and emotional development. The whole child is in 
the kindergarten, and the program should attempt to meet his 
or her needs. Working mostly on academic matters will 
address only certain needs of the child (Butler 1973). 
The main concern with teaching a five-year-old 
readiness skills becomes one of strategy (Schickedanz, York, 
Stewart and White 1983). To expect a child to sit with 
workbook and pencil does not involve the child in the 
learning process (Hymes 1974). Children of five need 
physical activity and concrete situations to be truly 
involved in learning (Butler 1974). School systems must 
become aware of these needs of the five-year-old when they 
plan the way in which the curricular areas of the readiness 
skills are presented to the children. 
Many of the systems in Massachusetts that had all-day 
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kindergarten had workbooks in mathematics and reading. Some 
of these systems did not demand that the workbooks be used 
and completed by all students. Some allowed a great deal of 
teacher freedom as to when and how the workbooks were used. 
With young children needing to be physically involved in 
their learning situations, the exclusive use of workbooks for 
attainment of the readiness skills would be detrimental. 
Some of the school systems seemed to be aware of this and 
thus allowed the teacher freedom in their use. 
There should be more open and honest communication 
between administrators and teachers concerning the problems 
that have been encountered in the maintenance of the all-day 
kindergarten. It seemed from the data that only the 
administrators in Worcester and Amherst-Pelham were aware of 
the problems experienced by the classroom teachers. In the 
Amherst-Pelham system, the option of allowing parents to 
decide if their children would attend for a full or half-day 
was cause for concern on the part of the teachers, and the 
administration seemed aware of this. In Worcester, the 
administration echoed the teachers' concerns over large class 
size and lack of supplies. None of the problems seemed 
overwhelming, and cooperation between teachers and 
administrators could probably go a long way in solving them. 
Teachers often appeared to supply solutions to their own 
problems, but with the overall knowledge of the school system 
that one could assume the administration to have, perhaps 
better or a larger choice of solutions could be found. One 
92 
administrator stated during his interview that he was sure 
that many teachers told him what they thought he wanted to 
hear and not what was really occurring. For the good of the 
children involved in the all-day kindergartens, it is 
necessary that communication between teachers and 
administrators be more open and honest. 
Perhaps the key words in this discussion could be open 
and consistent. The author does not feel that there are 
conscious attempts on the part of educators to be 
inconsistent or secretive, but the author strongly feels that 
school systems and personnel have to look at their reasons 
for having all-day kindergarten, their goals, expectations, 
curriculum, materials, and problems in a consistent and open 
manner. They have to consider their communities' needs and 
children's needs and determine which they are attempting to 
meet and how they are attempting to meet them. 
Directions for Future Research 
From the review of the literature, two areas that need 
further research are evident. There is very little long- 
range research on children who have and haven't attended all¬ 
day kindergarten. This type of research could provide 
information on whether a full day program made any 
significant difference in a child's future school career. 
The vast majority of the research on the differences 
between attendance in an all- and half-day program has been 
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carried on solely in academic areas. The decision to expand 
the all-day kindergarten into a city-wide program in Chicopee 
was a direct result of the higher scores obtained by the 
children in the experimental all-day kindergarten in reading 
and mathematics. While not denying the importance of 
readiness skills in kindergarten, it is necessary that the 
entire program and its effect on children be evaluated. 
Further research has to be directed to the emotional, social, 
and physical needs of the five year old within the all-day 
kindergarten setting. 
Research should be done also on the abilities and 
developmental levels of the five year old and the reasons and 
expectations that school systems have for their all-day 
programs. The author would consider this type of research to 
be a natural progression from the data presented in this 
dissertation. 
Kindergarten curricula should be examined as another 
area of research. Taking the developmental levels of the 
child and his physical, social, and emotional needs into 
consideration, comparisons could be made between these levels 
and needs and what was expected in the curriculum. This 
research could also point out what each school system or type 
of curriculum deemed necessary for completion of the 
kindergarten year. It could also show what types of skills 
and abilities were needed by children entering the program 
and whether these skills and abilities were consistent with 
their developmental levels. 
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Research into the various time schedules of the all- and 
half-day programs could provide much information on the 
differences between the two. It could also show if in fact 
half-day sessions are able to provide a balanced program for 
the five year old, or point out the areas that are being 
neglected. 
APPENDICES 
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COVER LETTER 
Dear Fellow Kindergarten Teachers, 
I have been a kindergarten teacher in Chicopee for 
eighteen years. Presently our school system is beginning its 
fourth year with an all-day kindergarten program. 
In order to obtain information about other school 
systems that have all-day kindergarten in Massachusetts, I am 
asking you to return the enclosed questionnaire to me within 
the next 10 days. I know how busy you are, but hope you will 
take the time necessary to fill out the questions and 
indicate your willingness to be interviewed. If there are 
any questions that do not apply to your situation, please 
just leave them blank and answer those that do apply. 
I will be using this information both to help our 
program in Chicopee and to write my dissertation on "The 
Establishment of the All-Day Kindergarten in Massachusetts" 
at the University of Massachusetts. 
has given me permission to send this 
questionnaire to you. If you wish to receive an abstract of 
the results or any more specific information about the all¬ 
day kindergarten in Massachusetts, please indicate this under 
additional comments and I will send it to you as soon as 
possible after I complete my study. 
Thank you for your cooperation. 
Sincerely, 
Mary G. Wile (5925114) 
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TEACHER QUESTIONNAIRE 
Name (optional)___ system Coded 
Phone (optional) 
How many years have you been a teacher? 
How many years have you been a kindergarten teacher? 
How many years have you been a full-day kindergarten 
teacher?_ 
How many children are in your class? 
Would you be willing to be interviewed concerning your all¬ 
day kindergarten program?_ 
Briefly describe your program. 
Why do you think that all-day kindergarten was established in 
your system? 
For your system, rate from 1 to 4 (with 1 being the highest) 
the following reasons for having all-day kindergarten: 
Preparation for first grade __ 
Child care considerations_ 
Financial considerations___ 
Other___ 
Were you involved in the decision to have all-day 
kindergarten?_ In what way? 
What are the strengths of your program? 
99 
Have the goals for the kindergarten year changed as a result 
of the all-day program?_ In what way? Why? 
Do you feel that the children have mastered more? If 
yes, in what areas? 
Rate the following areas from 1 to 4, as receiving more time 
and/or importance now that you have a full day program: 
Readiness skills_ 
Socialization skills_ 
Individual attention_ 
Other_ 
What is the most important thing for you to have the children 
get out of the program? 
Do first grade teachers now expect more from all-day 
kindergarten graduates?_ In what ways? 
Has the curriculum been rewritten for kindergarten since the 
inception of the all-day program?_ For first grade?- 
For any other elementary grades?_ 
What is new in the kindergarten curriculum? 
What areas of the curriculum are you now stressing more that 
before full day? 
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Rank the following areas in order of their importance in your 
curriculum: 
Reading readiness 
Math readiness_ 
Language development 
Fine arts (art and music)_ 
Physical development_ 
Unit development (science and social studies) 
Other 
Are you involved in evaluation of the program?_ In what 
way? 
How much time does your daily schedule allow for any of the 
areas listed below (in parentheses, please indicate amount of 
time under half-day program, if possible): 
Reading readiness 
Math readiness_ 
Art 
Rest period 
Music 
S torytime 
Language arts 
Penmanship_ 
Physical education 
Social studies_ 
Science _ 
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Playtime (indoors)_ ( ) 
Recess (outdoors)_ ( ) 
Lunch__( ^ 
Snack_( ) 
Bathroom_ ( ) 
What types of additional material did you receive for the 
all-day kindergarten? 
What type of material were you lacking? 
1. academic_ 
2. play_ 
3. furniture_ 
4. (other)_ 
Which materials do you use most? 
List any workbooks used? 
What problems have evolved in all-day kindergarten? 
What reactions have you received from the parents concerning 
the program? 
Have any children been unable to cope with the full day 
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program?___ In what ways? How have you solved the 
problem? 
For your particular situation, rate the following areas as 
providing difficulties in the establishment of the all-day 
program: 
Scheduling__ 
Parental reaction_ 
Children's ability to handle program_ 
Other_ 
List any weaknesses of your program? 
Do you prefer a full or half-day kindergarten? 
Any additional comments? 
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TEACHER INTERVIEW 
What is the main reason for the use of all-day kindergarten 
in your system? 
How were you involved in the implementation of the program? 
Was there strong parental support for or against the program? 
What are the strengths of your program? 
Do you feel that the children are learning more? In what 
areas? 
What are you doing now that you weren't doing before all-day 
kindergarten? Why? 
Are children more prepared for first grade? How? 
Do the first grade teachers find long term effects from all¬ 
day kindergarten attendance?_ If so, what are they? 
Do first grade teachers seem to expect more from former all 
day kindergarten pupils? What are these expectations? Are 
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these expectations reasonable for the students? 
What is the most important goal for children in your 
kindergarten? Why? 
Do you know the approximate percentage of children in your 
kindergarten that have had previous preschool experience? 
What types of programs did they attend? 
What areas of your curriculum are you now stressing more than 
before full day? 
Do you feel that there is adequate time to cover all areas of 
your curriculum? If not, what would you change? 
Is evaluation of the curriculum part of the ongoing nature of 
your program? In what way? 
What has the all-day kindergarten strengthened or weakened 
within your curriculum? 
What do you personally feel is the most important part of the 
curriculum? 
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What types of materials do you use most? Why? 
What materials do you find least/most effective? Why? 
If workbooks are used, how are they used? 
If you could get any material that you wanted in the 
classroom, what would be your first request? Why? 
Have there been many problems with children unable to cope 
with the full day? What were they? How were they resolved? 
Does the age of admission to kindergarten, in your opinion, 
affect the general atmosphere of your classroom?_ In 
what way? 
To what would you change the age, if you could? 
Do you have a rest period? Why? 
Has it proved to be a problem? How? 
Have lunch and outside time at lunch proved to be a problem? 
Why? 
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How has classroom management changed in the all-day program? 
What has been your greatest adjustment to the program, 
personally? 
What do you like least about all-day kindergarten? 
What do you like most about all-day kindergarten? 
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ADMINISTRATOR INTERVIEW 
(to be taped if possible) 
What is your present position?_ 
What grades have you taught?_ 
How many years have you been an administrator? _ 
How many years have you been working with the all-day 
program?_ 
How many years has the all-day program been in your 
system?_ 
How many children are enrolled in kindergarten this 
year?_ 
Do you offer the option of full and half-day programs?_ 
Briefly describe your program. 
What concerns prompted the establishment of the all day 
kindergarten? 
Who made the decision to have the full day program? 
Were teachers involved in the decision? In what way? 
What are some strengths in your program? 
For your school system, 
rate from 1 to 4 ( with 1 being the 
for having all-day highest) the following reasons 
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kindergarten: 
Preparation for first grade 
Child care considerations_ 
Financial considerations_ 
Other_ 
Have the goals for the kindergarten year changed as a result 
of the all-day program?_ In what way? Why? 
Do the teachers expect more from the children academically, 
socially, etc. in all-day kindergarten?_ In what way? 
Why? 
Rate the following areas from 1 to 4, as receiving more time 
and/or importance now that you have a full day program: 
Readiness skills_ 
Socialization skills_ 
Individual attention_ 
Other___ 
Was any age requirement changed for children to enter all-day 
kindergarten?_ What was the change? Why was it made? 
What is your age requirement for admission into 
kindergarten?_ 
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Has the first grade curriculum been affected by the all-day 
kindergarten?_ in what way? Why? 
Have the goals for first grade changed?_ In what way? 
Why? 
How has all-day kindergarten affected your elementary school 
program? 
Has the curriculum been rewritten for kindergarten since the 
inception of all-day?_ For first grade?_ For any 
other elementary grades?_ 
May I have a copy of your all-day curriculum and, if possible 
the one it replaced?_ 
What is new in the kindergarten curriculum - subject matter, 
time schedule, etc.? 
What area of the curriculum is most important or stressed? 
Why? 
Rank the following areas in order of their importance in your 
curriculum: 
Reading readiness____— 
Math readiness____ 
Language development_____ 
Ill 
Fine arts (art and music)_ 
Physical development__ 
Unit development (science and social studies)_ 
Other_ 
How are you going to (or did you) evaluate the all-day 
kindergarten? If tests were used, what were they, and what 
did they show? 
What do you see as the future of the all-day kindergarten in 
your system? 
What materials are you using now, which you didn't before 
all-day kindergarten? 
What was the basis of your decision to purchase these 
materials? 
What is emphasized in the new material which was not 
previously? 
Do you make use of any additional personnel in the 
kindergarten?_ In what roles? In what ways? 
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Do your classrooms contain approximately the same type and 
amount of equipment, materials and personnel for the program? 
_ If they differ, in what ways and why? 
What problems have evolved in setting up all-day 
kindergarten? 
Have there been any problems in scheduling?_ What were 
they? How did you solve them? 
What additional resources were needed? 
From where did the money come? 
What has been the reaction of the parents? 
What has been the reaction of other administrators? 
How have the teachers involved in the program responded? 
What have been some of their problems with the program? 
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Rate the following areas as providing difficulties in the 
establishment of the all-day program for your school system: 
Finances_ 
Scheduling_ 
Parental reaction_ 
Children's ability to handle program_ 
Other_ 
May I have a list of the teachers of all-day kindergarten and 
their schools so that I may send my questionnaire to them? 
What is the procedure to obtain permission to interview and 
observe the teachers who are willing? 
APPENDIX C 
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TELEPHONE SURVEY 
Obtaining a list from the Massachusetts State Department 
of Education, I called all the school systems with elementary 
schools in the Commonwealth. I asked the following question: 
Do the kindergarten children in your system attend 
school for the whole day or in half-day sessions? 
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the school committee of the city of boston 
BOSTON PUBLIC SCHOOLS 
Office of Research & Development 
Yohel Camayd-Freixas, Ph.D., 
Director 
November 26, 1985 
Ms. Mary Wile 
16 Gaylord Court 
Chicopee, Mass. 01013 
Re: Research proposal 
Dear Ms. Wile, 
Thank you for your interest in doing research in Boston Public Schools. 
I reviewed your research proposal and solicited input from senior personnel in 
your area of study. Clearly, you have put a great deal of work into this 
dissertation proposal. However, I feel that we cannot approve your proposal. 
While the topic you have chosen to study is important (i.e. , to study the 
reasons for establishing all-day Kindergarten programs and its effects on 
curriculum, teaching materials and teacher expectations), it is not a priority 
at BPS. Yet your methodology for conducting this study would require that you 
survey and then selectively interview teachers from at least 36 schools, each 
school operating from one to eight extended day kindergarten programs. The 
operational costs to us from your methodology are too high. 
Sincerely, 
Camayd-Freixas 
YCF/ab 
26 COURT STREET • BOSTON, MASSACHUSETTS 02108 • 726-6364 AREA 617 
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INTERVIEW SCHEDULE FOR ADMINISTRATORS 
Wednesday, September 25, 1985 - Chicopee 
Monday, September 30, 1985 - Worcester 
Tuesday, October 1, 1985 - Amherst-Pelham 
- Leverett 
Wednesday, October 2, 1985 - Springfield 
Thursday, October 3, 1985 - Lowell 
Friday, October 4, 1985 - Fall River 
Monday, October 7, 1985 - Boston 
- Watertown 
Tuesday, October 8, 1985 - Florida 
- Pittsfield 
Thursday, October 10, 1985 - Provincetown 
Friday, October 11, 1985 - Cambridge 
Wednesday, November 6, 1985 - Winchester 
Thursday, November 14, 1985 - Medford 
INTERVIEW SCHEDULE FOR TEACHERS 
Tuesday, October 8, 1985 - Florida 
Thursday, October 10, 1985 - Provincetown 
Monday, November 4, 1985 - Medford 
Wednesday, November 6, 1985 - Winchester 
Tuesday, December 3, 1985 - Chicopee 
Wednesday, December 4, 1985 - Amherst-Pelham 
Thursday, December 5, 1985 - Fall River 
Friday, December 6, 1985 - Worcester 
Monday, December 9, 1985 - Watertown 
Tuesday, December 10, 1985 - Cambridge 
Wednesday, December 11, 1985 - Springfield 
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